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ABSTRACT
DESIRED ATTRIBUTES FOR MIDDLE SCHOOL TEACHERS:
PERCEPTIONS OF PRINCIPALS
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Ed.D. , UNIVERSITY OF MASSACHUSETTS
Directed by:

Professor Jack Hru3ka

The primary purpose of this study was to determine the

perceptions of middle school principals regarding desired skills and
attributes appropriate for elementary or secondary-certified
teachers in middle schools.

A secondary purpose was to determine

trends in assignment of teachers holding various types of
certification in middle schools.
Data were gathered from a survey questionnaire about school
grade distribution, enrollment, organization, teacher assignment by
grade level and certification held, patterns of mobility in
assignment, and degree of implementation of effective middle school
practices. Perceptions of desired attributes for middle school
teachers, adaptability of elementary and secoiKiary-certified
teachers to middle grade assignment, and factors related to
certification that enhance or hinder implementation of middle school
philosophy were obtained from personal interviews of principals.

v

Results show a scarcity of teachers holding middle school
certification. Although possession of a certain type of certificate
was not in itself a significant indicator, principals preferred
attributes typical of elementary-eertif ied teachers when seeking
3taff for middle schools, perceiving them as more adaptable than
secondary teachers to changes in role expectation and assignment.
Among these attributes were facility with varied teaching
techniques, skill at individualizing instruction, adaptability to
multidisciplinary instruction, understanding of psychological and
social aspects of preadolescent development, and an overall
receptiveness to change.
Changes in teacher assignment from elementary to middle levels
occurred during the pa3t three years in more than half the schools
surveyed. Within middle schools, it was more likely that elementarycertif ied teachers would be assigned in upper grades than secondarycertified teachers would be assigned in lower grades. One trend
reported was a decline in the proportion of secondary-certified
teachers in middle schools. Some success in implementing middle
school programs was attributed to the presence of middle level
certified teachers on the faculty.
Schools were characterized by their principals as either
successful middle schools, in transition toward implementing a
middle school philosophy, or secondary in operation. Practices
associated with effective middle schools were reported in greater
frequency *m^ng schools in transition than in schools operating as
middle schools for a number of years.
vi
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CHAPTER 1
INTRODUCTION

Overviev of the Problem
The popularity and growth of the middle school would 3eem to
inspire a demand for properly trained teachers, yet for a number of
reasons there are few teachers who have been specifically trained in
middle level education. In a 1983 3tudy of 408 middle level 3chool3,
sixty-one percent of responding principals reported having no
teachers in their schools with middle level preparation [McEwin S.
Clay, 1983]. One reason may well be the dearth of professional
preparation programs available for aspiring middle level teachers.
Alexander and McEwin [1982] found that only 30 percent of teacher
training colleges offered specialized middle school teacher
education programs, only 17 percent offered courses or programs to
train middle level principals, and fewer than 10 percent had
training programs for middle level counselors.
Attempts to define middle level or middle school teachers
often rely on references to the term3 “elementary’4 or "secondary.
A recent memorandum to principals on the subject of nominations for
the 1990 Presidential Awards for Excellence in Elementary Science
and Mathematics Teaching serves as an example.
Note the following distinguishing criteria between the
elementary and secondary programs:
(1) A sixth grade teacher in a school designated as a middle
or intermediate school who devotes at least 50# of total
teaching time to science or mathematics will be counted as a
secondary teacher, but a fourth or fifth grade teacher in such
a school will be counted as elementary regardless of subject
distribution.
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(2) Any seventh or eighth grade teacher, regardless of type of
school, will be eligible for consideration a3 a secondary
teacher if at least 50% of teaching tine i3 in science or
mathematics, but if the 50% criterion i3 not met, 3he/he i3
not eligible for the program at either level.
[Vermont Department of Education, 1990].
It it clear that for purposes of this award in thi3 state,
there are really only two categories of teachers-elementary and
secondary-eligible for thi3 award, and it can be inferred that thi3
category i3 defined more in term3 of a teacher'3 courseload and
grade assignment than by either the operational philosophy of the
school in which he/3he teaches, or his/her professional training

a.3

an educator.
For those who would prefer a career in middle level education,
the lack of a specialized middle school teaching license and the
accompanying prestige and the influence it could have for employment
opportunities, could be a discouragement. Prospective teachers are
unlikely to prepare for careers for which there i3 no license to
practice, and altruism alone does not stimulate large numbers of
secondary or elementary-certified teachers to return to universities
to enhance their

3kill3

and knowledge about the tenet3 of middle

level teaching. The lag between the launching of junior high 3chool3
in 1910 and continued expansion to the present, and the
establishment of specific standards and training for thi3 level has
been very long [Lounsbury, 1986].
Another concern among middle level educators is that of
academic concentration and subject matter concentration in teaching
assignment. Secondary teachers are typically certified in one or two

3

areas of subject specialization, which 3ome regard as limiting their
range of teaching assignment in a middle school.

In middle level

schools that feature an emphasis on interdisciplinary instruction,
it is likely that teachers will be expected to collaborate with one
others to coordinate instruction in more than one subject. While
some secondary-certified teachers in middle schools may lack
confidence or experience in the use of interdisciplinary approaches
and may be reluctant to take on 3uch assignments, others may do

30

without a philosophical commitment to the middle school concept. It
i3 a common point of conflict between secondary-trained and middle
level trained teachers that subject area specialization should be
the fundamental determinant for teacher assignment.
Citing opinions on what constitutes an appropriate knowledge
base for teachers, Reynolds [1989] indicates that pedagogical 3kill
i3 at least of equal value to subject matter knowledge. Skills and
knowledge related to classroom organization and management, child
development, assessment, curriculum planning, the social and
political contexts in which teachers work, the particular demands of
students with special needs, and the legal and ethical
responsibilities of the profession represent but a few of the area3
which teachers must adapt to their particular teaching situation.
Contrary to the theme of critical concern reflected about the
quality of teaching in term3 of curriculum specialization and
subject-matter emphasis in the national reports of the mid-1930s,
Garvin [1985] found that one characteristic of effective middle
schools which seemed to transcend subject knowledge was the

4

teacher' 3 commitment to the total life of the

3tudent.

Teachers in

effective schools were reported a3 more concerned with teaching
students how to learn than with teaching what to learn. They used
higher-order questioning skills to promote critical thinking, and
were more likely to use subject content as a vehicle to teach skills
for continuous learning for life, rather than seeking factual
knowledge as a goal in and of itself. Recent attention in the media
on the need for more intensive subject-matter preparation for
teachers in the arts and sciences, and the abolition of an
undergraduate education major for colleges and universities in the
3tate

of Massachusetts [Viadero, 1990] ha3 not addressed the

importance of knowledge about the developmental need3 of children
regarded a3 vital to 3ucce33 in middle level teaching.
A study published in 1938 by the Center for Research on
Elementary and Middle Schools at John3 Hopkins University examined
the effects on learners in the nurturing environment of a selfcontained

3ixth

grade class with one teacher compared with those

sixth graders who were taught in a number of departmentalized,
highly specialized classrooms during each day. Results indicate that
these radically different school staffing practices need to be
balanced by some intermediate models, compensating to address the
weakness of each particular staffing pattern. Such appropriate
practices might include 3emi-departmentalized and team teaching
arrangements [Center for Research in Elementary and Middle Schools,
(CREMS) 1988].

5

Administrators of the nation's best middle schools were
surveyed to determine what strategies will ensure the longevity of
the middle school movement [George and Anderson, 1989]. Among the
findings was a clear indication that the long-term 3ucce33 of middle
schools has as much to do with the qualities of the teaching 3taff
as any other factor. Leaders who have experienced 3ucces3 report
spending much of their time finding committed 3taff who want to work
with the age group. Also stressed wa3 the importance of 3taff
development activities which focus on the behaviors educators will
need to work productively with emerging adolescents, rather than
attempting to change the attitudes of teachers so that they will be
more positive toward middle schools and their students. Desired
positive changes in attitude were 3een to occur only after new
behaviors among teachers and administrators were reinforced in the
new middle school environment.
Because these factors-behavior3, attitude and training of the
teaching staff-serve a pivotal role in the successful implementation
of change to improve the viability of middle level programs, thi3
study surveyed principals' perceptions of the appropriateness of
teacher preparation for middle level education, and influences on
adaptation to change in assignment for middle level teachers.
From two decades of administrative experience, the researcher
had developed a belief that simple economics of supply and demand
greatly influence staffing patterns in schools of all levels, and
competing factors of student enrollment and teacher supply are of

6

significant importance in determining the quality and adaptability
of teachers on the whole.
In times of declining student enrollment, fewer teaching
positions are available for newly trained educators. Most often,
reduction of

3taff

is first accomplished through attrition due to

teacher retirement. The average age of teachers among school
faculties gradually increases, and it i3 not uncommon that due to
seniority provisions of collectively bargained contracts,
involuntary transfers in assignment between grades and levels of the
school system increase in frequency.
In times of stable student enrollment, while there my be
occasional new teaching positions available that are unfilled
through transfers, notwithstanding limits of certification and
seniority, teacher preference becomes a stronger influence in
determining teaching assignment. The average age of faculty still
increases, but le33 3harply.
In times of increasing student enrollment, new teaching
positions first spring up in those grades directly affected by more
students, typically at the elementary level. Transfers more often
occur within elementary grades than from middle or secondary levels
because of certification limitations. The proportion of newly
trained teachers decreases the average age of elementary faculty,
but at middle and secondary levels this effect is less pronounced.
Given these demographic effects, it is the researcher-s belief
that factors influencing professional training and assignment for
teachers closely relate to the success of educational programs at

7

all levels. Because it lies between or overlaps elementary and
secondary grades, middle level education is affected by the ebb and
flow of teacher assignment changes and the preponderance of teachers
holding elementary or secondary-but seldom middle

3chool-teaching

certificates.
For many years the researcher was the principal of a grade 5-3
middle school. Because of the scarcity of middle level-certified
teachers, nearly all positions in thi3 school were filled by
teachers holding either elementary or secondary certificates. But
over an eighteen-year period there wa3 observed a significant change
among teachers assigned to grades seven and eight in hi3 school: a
gradual reduction occurred in the proportion of teachers in these
grades holding secondary certification compared to those who held
elementary certification.

Specifically, when the school made a

transition in the late i96013 from a junior high school organization
to a middle school, 32 percent of the teachers assigned in grades
seven and eight held secondary certification; by the late I960'3,
even though the school's grade distribution had not changed, thi3
proportion had dropped to 21 percent. Many vacancies created by
secondary-certified teachers who left the school over the years were
filled by elementary-certified teacher3-some new to the community,
' some moving from lower grades in the district through transfer or
voluntary reassignment-becoming members of teaching teams in grades
3even

and eight.
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Many elementary-trained staff in thi3 school today occupy
teaching positions once held by content-area specialists, but
because of the school has undergone a significant transition to
embrace the middle school philosophy, there have emerged different
role expectations for teachers today than in the past. The
researcher's interest in thi3 change of role expectations has
prompted further study on this topic.
Purpose of the Study
The purpose of thi3 study was to expand the data base of
middle level teaching and administration by identifying and
examining the following factors related to training, certification,
and assignment of teachers: (a) distribution, type3, and changes and
trends in the predominant certification among middle level
faculties; (b) attributes and qualities sought by principals when
selecting non-middle level-certified teachers for assignment in
middle grades; (c) trends in changes of grade assignment for
teachers within middle level schools and between elementary, middle,
and high schools; (d) skills, abilities or personal attributes that
aid teachers in adapting to a change in assignment within middle
level schools; and (e) changes in role expectation for teachers a3
schools become committed to a philosophy that addresses unique needs
of emerging adolescent learners.

Definitions
Middle school programs vary in name, form, substance, and
philosophical intent throughout the country. While it would be

desirable that the expression "middle school" would have universal
meaning, a middle school in one community may be identified and
described in very different terms in another school district.
In thi3

3tudy,

the term "middle level school" has been chosen

to reflect any school between elementary and high 3Chool3, whether
or not it3 function and organization is in harmony with middle
school ideals.

Research Procedure
The first component of research for this study consisted of a
review of the literature in middle level education focused on the
following topics: identity and characteristics of middle schools:
psychosocial issues of early adolescence and developmental theory;
practical responses to psychological implications in the design.of
instructional programs for emerging adolescent learners; issues of
training, professional improvement, and certification of teachers.
The second portion of this study involved gathering
demographic data from principals about existing grade distribution,
enrollment, school organization, teaching assignment by grade level,
patterns of mobility in assignment,

certification held by current

teaching staff, utilization of certain effective practices, and a
characterization of the degree to which schools have implemented an
educational philosophy focused on the unique needs of emerging
adolescent learners. Hurd, personal interviews were conducted with
principals to determine their perceptions of desired competencies
and qualities for middle level teachers, adaptability of elementary
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and secondary-certified teachers to middle grade assignment, and
factors pertaining to teacher certification enhancing or hindering
the effective implementation of middle level philosophy.
The methods chosen to gather these data were a survey questionnaire
and telephone interviews.

Research Population
Principals of 194 middle schools among those listed in the
1989-90 directory of the New England League of Middle jchool3 were
chosen to receive the survey questionnaire instrument.

The New

England League of Middle Schools is an organization comultted to a
concept of quality education for the early adolescent, and has acre
than 700 individual and institutional members around the country
[New England League of Middle Schools (NELMS), 1937].

Only

principals of schools listed a3 holding “comprehensive institutional
membership0 were chosen to receive the survey questionnaire.
From survey data, schools were categorized by principals in
three ways: (a) schools reporting success in implementing and
sustaining a middle level education program over a number of years;
(b) schools planning to increase their commitment to the middle
school philosophy, or in transition to do so; (c) schools reportedly
not identity™ *th the Iddl. school philosophy, strongly adhering
to « secondary/junior high school approach, or lacking cc.it.ent to
implement middle school ideal3.

Principals were also asked to indicate their interest and
willingness to participate in a prearranged telephone interview, the
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third phase of the 3tudy. Demographic data regarding survey
participants will be reported in Chapter 3.

Benefits of the Study
McEwin and Allen [1983], in a study of teacher certification
practices, report that post-secondary institutions have been
reluctant to offer specific programs for the preparation of middle
level teachers because states have been inconsistent in requiring
certification. This attitude indicates that many teacher training
institutions have not stressed the importance of a trained pool of
personnel educated for and committed to working with emerging
adolescents. But ironically, most state departments of education are
likely to wait until teacher education institutions have established
middle level teacher education programs before initiating
corresponding certification requirements.
There are signs of increased awareness of the need for middle
level education defined in its own right.

The Carnegie Corporation

recently appointed a Thslc Force on the Education of Young
Adolescents to

3tudy

a range of issues, including school

organization and classroom practice, curriculum, and health and
counseling services [Cawelti.1989]. Among key concerns cited by the
Task Force is that the junior high model does not offer children the
close interaction with a single adult that they need, nor the
physical space early adolescents need to move about in the classroom
environment. Furthermore, at least five states-Califomia, Florida.
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Georgia, Maine, and Minne3ota--are reported leaning toward special
qualifications of middle grade teachers.
The lack of specific professional preparation and scarcity of
institutional programs to train middle level teachers leaves much
responsibility to the local school district for teacher inservice
and

3taff

development in middle level education. Beyond preservice

field experiences and student teaching in a reputable middle school,
programs which strengthen an understanding of preadolescent growth,
development and behavioral psychology would seem to be most
desirable for such inservice work.
Results of this inquiry should be of interest and relevance to
those planning effective pre3ervice middle level teacher training
programs and inservice staff development activities for experienced
teachers. These re3ult3 may al30 bear consideration in the process
of organizing and forming viable staffing patterns and instructional
formats in middle level schools where few teachers hold middle
school certification.
Finally, as a topic of interest, studies contrasting issues of
teacher certification at the middle level with elementary and
secondary teacher preparation are relatively scarce by comparison.
It is expected that this research will contribute much useful
information to the field of knowledge.

13

Dissertation Chapters
Purposes, methods, and results of this research have been
organized for presentation into five major chapters, according to
the following outline:
Chapter 1

Introduction

Chapter 2

Review of the Literature

Chapter 3

Research Procedure

Chapter 4

Results and Interpretation

Chapter 5

Conclusions and Recommendations.

CHAPTER 2
REVIEW OF THE LITERATURE

Introduction
Professional literature clearly articulates an awareness that
the period of early adolescence is developmental^/ different from
childhood and mid-adole3cence. However, while many public school
educators and child development theorists have long championed a
schooling program uniquely designed for early adolescent learners,
progress in middle education teacher training that would initiate or
facilitate a full-scale middle school movement has not kept pace.
Agreement seems to be lacking as to which professional skills,
attributes and values would be necessary for effective middle level
education, and which adaptive skills would be desirable for
elementary or secondary-trained teachers who change in grade level
teaching assignment. The absence of such student age-specific
knowledge i3 an underlying concern addressed in this 3tudy.
The present "state of the art" in middle school research
appears to be not well-developed, in that topics for research have
been selected on the basis of idiosyncratic interests of individual
researchers. It is difficult to determine where a given research
3tudy

fits within the scheme of middle level education. According to

those devising a consensus framework of needed research to guide
research and assist practitioners within the middle school movement,
certain topics were reported as more useful than others [Gordon and
Strahan, 1980]. In classifying 36 research problems, among the
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highest usefulness ratings on a 7-point rating scale went to
"identifying characteristics of successful middle school teachers,"
(6.18) and “determining effective preservice and inservice education
for middle level personnel" (5.92).

However, high values of

perceived need for specialised training at the undergraduate level
implied uncertainty as to the appropriate nature of such training.
Although attention has been turned toward middle level
education by recent task force recommendations, few citations found
in general professional literature regarding teacher certification,
assignment, or relicensing, allude to a distinct identity for middle
level teaching. The prime sources for such specific references seem
to be writings of middle level practitioners, middle level
organizations and support groups,

and institutions of higher

learning specializing in studies of early adolescence.
Educators have come to view reform in the middle grades for
various reasons in the past thirty years.

While some recognize the

promise and educational benefit of fostering a personal, stimulating
climate for early adolescents, others are driven by demographic
redistribution of student enrollment across grade levels, which
y

provokes reexamination of school facilities. For some, this
opportunity has promoted a test of the spirit and viability of the
middle school concept.
Data reported in a series of papers released by the Johns
Hopkins Center for Research in Elementary and Kiddie Schools show
that schools serving students in grade 7 encompass some 30 varied
grade spans [Cohen, 1989]. While there has been a 160 percent

,
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increase in the number of grade 6-8 3chool3 since 1970, the number
of grade 7-9 schools (traditionally called junior high schools) ha3
decreased by 53 percent.
As a prelude to the following research, literature in the
field of adolescent development and middle level organization were
reviewed, with specific reference to the assignment and selection of
teaching 3taff in the middle grades accordiraj to appropriate
training and certification. Comprehensive 3tudie3 of developmental
theory, psychosocial issues of early adolescence, and practical
responses in the design of a middle level program were completed by
the researcher in the year prior to this 3tudy.

Among related

topics of study were middle level teacher training, licensing, and
certification; relationships between grade assignment and
certification held by teachers; and skills enhancing a successful
transition in assignment and adaptation of elementary and secondarycertified teachers.

Psychosocial Issues of Early Adolescence
Study of middle level education and related concerns is put
into best perspective against a backdrop of psychosocial influences
related to growth of emerging adolescent learners. Along the span of
education from kindergarten to high school, it can be observed that
concerns related to child development gradually give way to issues
regarding content, academic knolwedge and matters of curriculum.
Whereas a thorough understanding of the needs and interests of the
j
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individual characterize early elementary education, late secondary
levels are marked by a strong emphasis on subject matter.
Concern justifiably arises for the successful transition of
children as they mature and adjust to the school environment itself.
The more discontinuous these two school environments the greater the
psychological, academic, and social disruption there will be in the
life of the child [Benedict, 1938].

The typically smaller and

geographically closer elementary school offers a child-centered,
highly personalized environment for learning during critical early
years of growth and development. In contrast, the high school
responds to broader societal demands and needs of maturing
adolescents with a program reflective of subject area content,
departmental organization, diverse courses, many adults in a
student* s daily life, and a stimulating, somewhat competitive
atmosphere demanding considerable psychological resolve and selfconfidence of the learner in order to obtain 3ucces3.
Researchers define stages along the developmental continuum
according to relative emphasis given to individual students*
developmental needs or to curriculum requirements [CREM5. 1987],
Although there is little agreement among theorists as to when
adolescence begins and ends, a simple stratification can be used to
subdivide this period into overlapping phases of early, middle and
late adolescence.

Early adolescence, the focus of concern for

middle school educators, refers to those years beginning with the
onset of puberty (age nine or ten) through approximately age 14.
Using a typical school entrance age of five, in school grade
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equivalents early adolescents are found in grades five or

3ix

through eight or possibly nine. Wide variance among school district
organizations, however, offers little consistency to mark the
location and emphasis of transitional educational programs for
emerging adolescents.
While the junior high school may have been the earliest
attempt to provide an organizational level specifically based on the
unique nature of early adolescence, it3 inception was unfortunately
the result of an effort to introduce secondary education earlier in
the public school years.
Junior high schools of the 1920's may have provided some
transitional psychological support, but their origins were based
more on a need to offer opportunities for exploration,
differentiation and articulation of program to enhance the
effectiveness of high school curriculum [Gruhn and Douglas, 1956].
For some educators, the prospects of promoting physically mature
retainees from elementary to secondary levels, where they could
remain until the age of withdrawal, held wide appeal.
Pioneers in the middle school movement of the I960's raised
significant concern among educators for the multiplicity of needphysical, intellectual, social, and emotional-in the development of
emerging adolescent learners.

Then, as now, middle level educators

hoped that by focusing on the student, the primacy of developmental
concerns would surpass the institutional and organizational needs of
schools in determining the form and substance of programs and
services appropriate for this age group.
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Depending on local assumptions about pedagogy and students to
be served, middle grades reflect a mixed pattern of practices
between the extremes of pupil-oriented and curriculum-centered
programs. Because of a failure to research the various and
interrelated changes occurring during early adolescence, educators
have been hampered in designing effective programs for middle level
students [Lipsitz, 1977],

Profound changes occur during these

years, and schools which 3eek to improve their responsiveness to the
needs of emerging adsole3cent3 would be well advised to recognize
these developmental changes.
Whereas the transition from adolescence into adulthood i3 most
often defined in cultural terms, reflecting social and intellectual
maturity, the transition into early adolescence has been most often
defined in terms of the individual'3 physical maturity.
reference is problematic for two reasons.

Thi3

First, as noted by Tanner

[1971], the opinions of writers and theorists about the 3tart of
y

adolescence vary by a3 much as 3ix years.

Second, because so many

social influences relate to the perception of adolescence, it may be
far more appropriate to use social and psychological criteria.
Because graded schools as social institutions 3ort students by age,
school environment may well influence impressions about maturation
and adolescent transition, whether or not conscious attention i3
given to developmentally appropriate and timely instruction.
Erik Erikson, whose theory of the human life cycle matches
eight developmental stages with eight corresponding "psychosocial
crises," believed mastery of these crises to be an essential aspect
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of psychological maturation [Muuss, 1988], Success of children in
resolving crises during infancy, early childhood, play age and
school age were viewed by Erikson as determining their succe33 in
resolving the psychosocial cri3e3 of adolescence. Because of the
adolescent's ability to form a view of himself or herself based on
positive self-esteem, a key difference for the adolescent is the
necessity to respond to present influences while selectively
discarding fragments of identity acquired in the past. In
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doing,

the adolescent makes a series of ever-narrowing selections of
personal, occupational, sexual and ideological commitments.
Erikson's theories offer persuasive argument for legitimizing
a period of reduced stre33 and diminished pressure on adole3cent3 to
rapidly establish and display a strong sense of identity, by
allowing time for decision-making and introspection. Tins time of
3uch

a psychosocial moratorium parallels the preadolescent period

about which middle level educators are greatly concerned.
The role of peers in psychosocial development i3 al30 of key
significance to middle level educators. David, Elkind describes the
extremely self-conscious behavior of young adolescents who become so
self-absorbed and preoccupied with what others might be thinking
about them that they exhibit “psychostupidity-seeking complicated
solutions to simple problems [Elkind. 1967). Identity formation is
altered by fear of being seen as vulnerable in the eyes of peers.
The peer culture grows and expands, and in so doing significantly
influences the process of socialization.
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Behavioral autonomy, an ability developed during adolescence
to make decisions and deal with influences of the peer culture,
occurs when the individual overcomes susceptibility to pressures
with a certain confidence, decisiveness, and determination
and Steinberg, 1976].

[Hill

Ability to selectively use the advice of

others, judge alternative courses of action, and to independently
reach conclusions about appropriate behavior are indicators of such
autonomy.

Middle level educational programs often adopt

3uch

reference points as targeted behaviors in the form of goal
statements regarding 3tudent growth and development.
The viewpoints of psychoanalyst Peter Bios place great
significance on the process of "individuation" and disengagement
from parental control as aiding self-definition and ego maturity

[Muu3s, 1988]. Individuation implies that responsibility taken for
one'3 actions and deeds rest3 with adolescents rather than on the
conscience of those who raised them. Bios introduced a major
theoretical construct of adolescent development as the psychological
reorganization and restructuring of personality during adolescence
beginning with the increase of libidinal drive at puberty [Bios,

1967:163]. Ultimately, individuation help3 the child realistically
evaluate his or her identity,

3elf-definition,

and ego, and aid3 in

understanding parents while gradually dismantling dependency on the
family.
Of significance to middle level educators is the legitimacy of
the peer group as a formative and anxiety-reducing entity in school
settings.

The peer group provides honest and critical feedback
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about the individual's behavior and personal attributes, a3 well a3
providing stimulation and a sense of belonging.

Peers engender

loyalty, devotion, empathy, and resonance [1967:177]
Lawrence Kohlberg, in his views on cognitive-developmental
approaches to adolescent morality, believed that education a3 a
whole can play a significant role in facilitating moral reasoning,
and that by responding to developmental stages,

3chool3

can aid

children in moving toward moral maturity, wherein morality is seen
as an understanding of justice [Muuss, 1988:215]. Kohlberg believed
that moral values can be taught by creating a so-called “cognitive
disequilibrium" about concepts of good and bad, right or wrong, and
having students listen to the arguments of others.

The resolution

of this cognitive conflict i3 seen to enhance advancement to
successive stages of moral reasoning. Kohlberg'3 criticism of
schools relates to their concern for law and order manifest in a
climate rife with management by fear of punishment/ and because
parents fear for arbitrary values being imposed on unsuspecting
children, moral views are taught in "value-neutral" approaches.
Whereas interpersonal relationships formed during infancy and
early childhood are based on needs ranging from simple contact with
others to the pursuit of psychosocial security, during early
adolescence the growth of intimacy enables individuals to form
close, often lasting relationships with others of the same 3ex and
with the opposite

3ex

[Steinberg, 1985]. Although a lifelong

concern, the onset of puberty generates many serious concerns and
worrisome matters which are prime topics for discussion with close.
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intimate friends. In today's society, where the recognition and
consciousness of social relationships is widespread, the development
of intimate relationships is nurtured earlier in the life span.
The development of 3elf-esteem and a positive 3elf-image i3 of
paramount importance in identity formation for preadolescents. When
considering the range of interpersonal contacts possible for the
developing pre-teen, the potential exi3t3 for 3elf-image to be
influenced by many others, and resultant behavior will vary widely
along a continuum from wholly independent to totally role-defined by
the peer culture [Muuss:112]. While a preadolescent who feel3
inadequate and hold3 low self-esteem i3 likely to reject friendly
overtures by others and remain hostile or distrustful, supportive,
tens ion-reducing experiences with others will likely generate
psychological security. So strong is this link between personality
development and interpersonal development that Sullivan [1953] and
others question whether a “unique individual self," independent of
interactions with others could actually exi3t [huuss'115].
Considering the psychosocial burdens of preadolescence, as
youths move away from the family and into circumstances affording
many new social experiences, comparison of values, attitudes and
behaviors held by the family with those of the peer group i3
inevitable.

Anxiety is heightened by a fear of ostracism,

isolation, loneliness, exclusion or harassment, and "...the fear of
being accepted by no one of those whom one must have as models for
learning how to be human" [ Sullivan: 345].
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Just at the time when the preadolescent gathers information
about himself or herself from close friendships, a new and
conflicting influence ari363: the eruption of genital maturity and
the “lust dynamism" [ttuus3: 130]. Provoking a need for 3exual
satisfaction, intimacy conflicts with security and lu3t conflicts
with intimacy.

During early adolescence, many pressures are brought

to bear by families, peers, close friends, and by an intended
opposite-sex partner to support heterosexual relationships, but the
effects of maturation can threaten the development of positive self¬
esteem.
It may seem that sexuality ought not to be an inherently
stressful issue, but in America it is certainly anxiety-ridden.
Margaret Mead observed fifty year3 ago that children
with half a dozen standards of morality...“

against which

appropriate behavior can be modeled [Mead, 1939].
according to Mead,

.. .are faced

America,

..i3 a world of choices, dazzling (children 3)

unaccustomed eyes. . ." first shielding them from sex, later
encouraging, then discouraging sexi^l activity.
Exclusion of sex from the life of children has been cited as
an example of a discontinuity of “cultural conditioning" by Benedict
[1938J. Comparing growth and development of children from different
cultures, Benedict concluded that the abruptness of transition
between childhood, adolescence, and adulthood induces great anxiety
and insecurity. In her studies of the influence of culture on human
development, Benedict shows that development of a clearly understood
sexual identity is deterred by a discontinuity of social, emotional.
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and personal processes created by the American pattern of defining
independence and maturity in legal terminology and so-called "agegraded" classifications [Muuss:142].

In age-graded societies we

group together those from whom we expect similar behavior and those
we expect are able to learn similar things.
The preadolescent who i3 out of phase with his or her peers
with regard to social maturity, physical preparation, or genuine
interests and behaviors, is likely to be 3elf-con3ciou3 and anxious
about such concerns. In most instances, self-perceptions are
developed as a result of expectations of and interactions with
peers. The school a3 an institution i3 the locale for daily peer
group interaction and the place where pressure to perform adequately
in many dimensions is most compelling. A strong correlation exists
betwee3 3tudent 3elf-esteem and achievement in school, and there

i3

evidence to support the theory that 3elf-perception and school
achievement are mutually reinforcing [Purkey, 1970:54].
Schools, peer groups, and society at large create a
competitive environment for young children.

Competition, 3ucce33,

and achievement are emphasized even more than cooperation of the
development of satisfying interpersonal relationships [McClelland,
1961]. Schoolchildren are frequently tested to compare their
achievement with that of others, and are sensitive to how low
achievers are identified, grouped, taught, and sometimes
stereotyped. While much socialization of achievement-related motives
may begin in early childhood, preadolescents, highly sensitive to
the importance placed on achievement and avoidance of failure.
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display considerable anxiety and nervou3ne33 when their achievement
is being measured.
Curiously, while school achievement of children is typically
measured by cognitive knowledge and content, the degree to which
preadolescent3 recognize their own achievement will more likely be
in reference to psychosocial dimensions such a3 sexual identity,
positive self concept, autonomy of beliefs, or facility for
comfortable relationships with peers. Of central importance in
middle level education i3 the 3ucce33ful transition from school to
work that is founded during preadolescence and negotiated during
adolescence [Steinberg:378).
Differences in achievement among emerging adolescents will
result from a wide array of influences: socioeconomic background,
opportunities and experiences of childhood, home environment and
parental nurturance, school socialization, intellectual ability,
motivation, and intrinsic values enhanced by the development of
positive self-image [Erickson, 1988]. Most of these influences are
interrelated, and many are observable in the school setting.

To the

extent that the school program reflects concern for the
psychological well-being of its students, the prospect for enhancing
educational achievement can be greatly improved.

identity for Middle Level Students and Programs

Eichhorn [1966] is most often credited with coining the unique
term "transescence" for this period of development.
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Transescence i3 defined as the period in an
individual'3 development beginning prior to
the onset of puberty and continuing through
early adolescence.
It is characterized by
changes in physical development, social
interaction, and intellectual functions.
As a concept, the growth of middle schools has been described
in terms paralleling those used to characterize the emerging
adolescents they

3erve:

it is itself a "transescent" because its own

childhood was the early years of emerging from the junior high
school organization

[Lounsbury, et al., 1980].

Although early adolescents differ from primary grade 3tudent3
on the one hand and full-fledged adolescents of the high school on
the other hand, they have often been predominantly educated through
programs based upon the characteristics of the other two other age
groups, particularly adolescents.

There seems to have been little

evidence in our culture of an understanding about the period of
early adolescence.
Georgiady and Romano [1977], in noting that a ba3ic principle
of education is the acknowledgement of differentiated growth rates
for young people through educational treatments varied according to
maturity levels, saw the inability of the junior high school to
recognize the unique nature of those it sought to serve as the
reason for its failure.

Since the early 60's, the middle school's

mission has been to serve as an educational unit with a philosophy,
structure, and program designed to realistically deal with 11 to 14year-olds as they are and as they behave.
Vars [1985] aptly characterized the middle school as a school
without teachers-that is, without teachers or other staff members
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prepared specifically for work at this middle level. A curious
factor contributing to the notion of an "identity crisis" among
middle schools according to Wile3 and Bondi [1986], is that many, if
not most middle schools are given "birth by accident" due to
crowding, integration or in response to a bandwagon scenario. It
would appear that few middle level schools arise solely from an
independent swelling of concern for the need3 transescent learners.
In a publication of the Center for Early Adolescence of the
University of North Carolina at Chapel Hill, Dorman [1986] scores
the middle grades as an extension of schooling for younger children
or a watered-down form of the high school.

Lacking a clear sense of

identity, the middle grades were 3een a3 not an effective bridge
between primary and secondary schooling, nor were they responsive to
the development of young adolescents during critical years of their
lives.
Despite its existence for more than 25 years, a resurgence of
discussion in the mid 80‘ s regarding the importance of helping
America's youth formulate values showed educators still striving to
carve a niche for middle level education [National Association of
Secondary School Principals (NASSP). 1985] [California Department of
Education, 1987], In an attempt to link education with the future of
the economy and democratic society, a two-year Carnegie study on
adolescence described a "volatile mismatch" existing between the
organization and curriculum of middle grade schools and the
intellectual, emotional, and interpersonal needs of young
adolescents [Hornbeck, 1989].
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Organizational Characteristics of Middle Level Schools
New studies of middle grade education available from the
Center for Research On Elementary & Middle Schools provide an
overview of current practices, di3cu3s likely trends over the next
few year3, and examine the specific effectiveness of specific
practices [CREMS, 1990). Topics covered in the overview include 3uch
diverse data as typical middle school grade span, 3ize, grouping
practices, teaming, transition and articulation practices, and
teacher certification.
The following information regarding the effective practices
(termed "responsive practices") listed on the survey questionnaire
used in thi3 research provides a glimpse of what middle grades
schools are doing. Two of five highlighted in the CREMS reportadvisor groups and teacher teams-were also included in the
researcher’s survey.
Results about the effectiveness of interdisciplinary teaming
varied according to the socioeconomic factors influencing family
composition for the schools sampled in the CREMS study. Principals1
reports also varied with the schools1 commitment to a
departmentalized program, and teaming was reported as successful
when augmented by remediation time CP-12]

Although rejected by 19*

of principals in grades 6-8 schools, and by 82* of principals in
schools with grades K-8, interdisciplinary teaming was still
predicted to be on the increase.

For schools that included students

in grade 7, the following were seen as 'signature11 practices
(increasing by 10* or more in the next three years of middle grades
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education):

interdisciplinary teams for teachers; common planning

time for teams of teachers; flexible scheduling; advisor groups; the
use of cooperative learning a3 an instructional approach;
exploratory or mini-cour3e3; parent involvement in workshops on
early adolescence; and the

U3e

of parent volunteers.

One positive organizational feature somewhat unique to middle
schools addresses the affective domains of student growth. Advisorbased grouping, a non-instructional arrangement formed by assigning
small groups of students to individual 3taff members, provides daily
or weekly time for the purpose of helping preadolescents form a
clearer 3ense of their own identity. During tran3escence all
youngsters experience new physical and 3exual awakenings, as well as
more complicated social and emotional interactions. Because these
experiences occur just at a time when they are more capable of
introspection and of understanding about others' thinking, they need
both the advocacy of adult3 who care about them and planned programs
which allow for this continuing inquiry into positive identity
formation [Elkind, 1984]. Advisor-base groups periodically bring
together grownups and children in a non-threatening format where
fears and concerns can be expressed, where others will listen, and
where the growing experiences of adults can

3erve

as models for

emerging adolescents. By designing a general agenda or curriculum
for these sessions, middle 3chool3 featuring this organizational
arrangement provide opportunities for development of decision-making
skills, career awareness, communication with others, and in the
development of self-understanding and a positive self-concept. Since
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all students belong to an advisor group, each has access to a caring
adult and a circle of peers with whom interaction is not based on
academic performance or competitive relationships.
An interesting finding was that the provision of an advisory
arrangement (students connecting with adults in a small-group
setting) has an impact on other aspects of the school program and on
student learning outcomes [p.ll]. In schools with grade
organizations 7-9, 7-12, or K-12, the U3e of advisory groups wa3
les3 prevalent, and it wa3 concluded that the inclusion of one or
more typical high school grades in a middle level school diminishes
the likelihood of a successful advisor-group organization.

Schools

with highly supportive advisor-group programs reported a
significantly lower expected dropout rate for students than would
otherwise have been predicted.
In posing a question as to what every early adolescent should
gain from schooling, Lounsbury [1989] locates the middle level of
education at the center of a debate about differing views as to what
constitutes a good education for American youth. Improved processes
for instruction, concern for developing positive attitudes, the
functional teaching of skills, and attention to those objectives
that go beyond the acquisition of information, all are 3een to be
far more significant solutions than focusing exclusively on
standardization of content and mastery.

Whereas one thrust of

critics concerned with cultural literacy would be to specify uniform
curriculum content, unless some alteration of the educational
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environment occurs, it may be unrealistic to believe that any real
improvement will occur in the 3chool3.

Training and Education of Middle Level Teachers
Even since the inception of junior high 3chool3 early in the
20th century, middle grade schools have been staffed by teachers
whose initial training-and presumably interest3-lie in other levels
of the K-12 continuum. Perhaps unfortunately, mo3t educators have
themselves been a product of discipline-oriented training, and the
large majority of today'3 middle level personnel were either trained
by secondary education departments or by elementary divisions of
teacher colleges specializing in general needs of young children
[ttcEwin, 1984].

One unfortunate by-product of this plight is the

the residual effect of middle level school staff members waiting to
be "promoted" to other levels, as McEwin indicates:
Since the prevailing attitude proclaims 'no
specialized training needed,' middle grades teachers
seldom seek additional training related directly
to the middle level. Furthermore, when and if
they 3eek this preparation it is unavailable.
The second, and more serious effect of this phenomenon i3 the
perpetuation of mediocrity caused by the practice of allowing almost
anyone with any kind of professional certification to teach in
middle level schools.
The paucity of appropriate training opportunities for middle
level teachers has been a perennial obstacle to the support and
nourishment of appropriately staffed middle level schools. From a
list of 21 problems cited by respondents to a recent survey about
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the implementation of middle grade programs, "teacher training,"
"lack of staff development," and "providing on-site
development" were conspicuous

3taff

[Allen, 1989]. Very few faculty (1GK)

enumerated among the 31 3chool3 in this study had specific
university or college training in middle level education.
Sadly, this i3 a long-standing problem. As one writer noted
fifteen years ago, a void existed between the trend toward
competency-based teacher training and the application of 3uch
practices to middle level teacher preparation [Johnson, 1975].
Literature on middle school curriculum and program at the time
offered no practical assistance on insuring that preservice middle
school teachers would display
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“positive attributes" of

middle level teachers.
Only thirty percent of the colleges and universities
responding to a survey eight years ago provided middle level teacher
education at either the undergraduate or graduate level [Alexander
and McEwin, 1982].

Among the graduate programs available at that

time there emerged the following elements of concentration, study of
the middle level youngster; philosophy, organization and curriculum
of middle schools; guidance; reading; interdisciplinary studies and
integrated instruction.

In addition, participating teachers in

these programs were exposed to situations which paralleled desirable
learning experiences for emerging adolescents: learner decision¬
making, keeping journals and logs, courses offered during extended
blocks of time, and involvement in personal consultation and mutual
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guidance. This percentage is only slightly higher than that found in
a similar survey done nine years earlier [Gatewood and Mills, 1973].
Because of a lack of training programs, middle-grade teachers
hoping to work on interdisciplinary teams or 3erve in student
advisory roles must be totally retrained at considerable expense
[Cohen, 1989]. But thanks to the proliferation and steady growth of
affiliate middle grades associations operating as advocates for
improved teaching training opportunities and certification
standards, the outlook is bright: about 21 states now offer middlelevel certification for new teaching candidates [Garvin, 1989].
The nature of teacher education itself ha3 been under
scrutiny. According to Chairman Lynne V. Cheney of the National
Endowment of the Humanities, education reform in the United States
ha3 been impeded by the “impervious" nature of 3uch flawed
educational practices as teacher-education courses and the
Scholastic Aptitude Test, and many educational practices have become
institutionalized to the point of developing 3elf-perpetuating
powers [Walsh, 1990]. In a call for less emphasis on teachereducation courses and more on subject-matter courses for prospective
teachers, the concept of alternative certification is endorsed
enthusiastically a3 a means to bring diversity to the teaching
force, permitting comparisons among ways to prepare teachers, and
encouraging schools of education to improve their programs in order
to compete.
In an attempt to encourage teachers to become "masters of
their profession." policy-makers at the state level have been urged
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by the National Association of State Boards of Education to address
areas of teacher preparation, licensure and certification,
professional development and pay systems, and recruitment of
minorities. Among numerous suggestions wa3 a call for the
development of tiered licensure between beginning and advanced
levels, focused on academic proficiency for new teachers and
demonstrated proficiency for experienced teachers [Bradley, 1990].
Seen as out of touch with a resurgent drive for improving
schools, colleges of education are criticized a3 being mired in the
pa3t, or at best, reforming at a too-3low pace. In response to
numerous criticisms regarding the quality of teacher education
programs and the knowledge of prospective educators, a dozen states,
including Connecticut, Massachusetts, and Rhode Island, have adopted
policies requiring prospective teachers to major in a liberal arts
discipline [Olson, 1990]. In 3ome states prospective elementary
teachers are allowed to select an interdisciplinary major or an
academic minor. Although this has been seen to be helpful, a
patchwork of varied requirements among states does little to
engender consistency.
If the existence of a disciplinary major for secondary
education students in certification standards implies special
meaning. linkages with a general education curriculum are not
entirely clear. Olson further cites a 1986 report fro. a consortium
of research universities, depicting subject-matter preparation for
teachers as prematurely rushing specialization while failing to
elaborate the structure, origins and goals of the discipline.
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McEwin and Allen [1983], report in a study of teacher
certification practices that institutions have been reluctant to
offer specific programs for the preparation of middle level teachers
because states have been inconsistent in requiring certification.
This discouraging attitude reflects the reality that many teacher
educators do not recognize the desirability of having a trained pool
of personnel educated for and committed to working with emerging
adolescents. But ironically, most 3tate departments of education are
likely to wait until teacher education institutions have established
middle level teacher education programs before initiating
corresponding certification requirements.
In some states, because middle grades certificates overlap
with existing elementary or secondary grade ranges (3uch a3 K-8 or
i

7-12), acquiring a middle school certificate may 3eem unduly
restrictive. The promising trend 3eems to be subsequent endorsements
earned by former elementary or secondary teachers sincerely
interested in specific middle grades training [McEwin, 1984].
There are encouraging 3ign3 of increased awareness of the need
for middle level education defined in it3 own right, however. The
Carnegie Corporation recently appointed a Task Force on the
Education of Young Adolescents to study a range of issues, including
school organization and classroom practice, curriculum, and health
and counseling services. Among the key concerns cited is that the
junior high model does not give children the close interaction with
a single adult that they need, and the physical lack of space early
adolescents need to move about in the classroom environment
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[ASCD,1989]. Furthermore, at least five 3tates--California, Florida,
Georgia, Maine, and Minnesota—are reported leaning toward special
qualifications of middle grade teachers.
Much as industry finds it nece33ary to provide opportunities
for professional development for prospective employees above and
beyond general education, the lack of specific professional
preparation and scarcity of institutional programs leaves much
responsibility to the local school district for teacher inservice
and

3taff

development in middle level education. Beyond preservice

field experiences and student teaching in a reputable middle school,
programs which strengthen an understanding of preadolescent growth,
development and behavioral psychology would seem to be most
desirable for such inservice work.
Another aspect of current and future concern for middle level
education is that of academic concentration. Secondary teachers
typically hold certification in one or two areas of subject
specialization, which they may see to be a limiting trait if their
assignment is to teach in a middle school. Middle schools, because
of their organization and their emphasis on interdisciplinary
instruction in basic skill development, commonly expect teachers to
collaborate with others to instruct children in a number of
subjects, often including reading. But once hired, teachers who lack
broad-based academic training in a number of subjects are only able
to acquire facility in the other subjects on their own, often in a
learn-by-doing arrangement. Despite their apparent adjustment
through such on

the job learning experiences, secondary-certified
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teachers reassigned to a middle school are likely to feel a lack of
self-confidence in subject areas beyond their original major. Many
believe that their training in other subjects should be of the same
depth and rigor a3 that of their original major fields.

Some are

reluctant to take on an interdisciplinary assignment, or do
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without fully committing to the middle school concept. It i3 a
fundamental point of conflict between secondary-trained and middlelevel-trained teachers that 3ubjeet-area specialization should be
the sole determinant of teaching assignment.
A recent presentation by the National Center for Education
Statistics to the American Educational Research Association on
teacher training, certification and assignment of teachers reported
preliminary results from the Schools and Staffing Survey (5ASS)
[United States Department of Education, 1990],
teachers according to ten categories:

The analysis sorted

art/music, physical

education, general elementary, foreign language, vocational, social
studies, special education, science, English/language arts, and
mathematics. About three-quarters of full-time, regular teachers had
majored in their primary field of assignment and were certified in
that field, while another 23 percent were certified in their primary
field of assignment, but had not majored in that field at the
Bachelor's level or above.

About one-fifth of public school

teachers had taken in-service training or college courses related to
their primary assignment field during the two years prior to the
survey. Regrettably, there was no provision in the for
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differentiating middle grade teachers, either by grade level
concentration or subsequent endorsement earned.
Nearly ten years ago, the middle level school was seen to have
established itself as a unique level of education, catering to the
developmental needs of the emerging adolescent.

From a study

conducted by the National Association of Secondary School
Principals, responses of principals indicated the emerging identity
of the middle level of education [Valentine, 1981].
Many principals felt that their faculties had no specific
preparation to teach at the middle level, and they favored far more
preservice education. Among the findings regarding teacher
preparation were the following rank-ordered courses that principals
desired for their teaching faculty: teaching methods for the middle
level; psychology of the middle level student; student/practice
teaching at the middle level; and curriculum at the middle level
[P. 108].
Pedagogical skill is at least of equal value to subject-matter
knowledge, according to authors cited in a publication of opinion on
what constitutes an appropriate knowledge base for teachers.
Knowledge and skills related to classroom organization and
management, assessment, child development, curriculum planning, the
social and political contexts in which teachers work, the particular
demands of students with special needs, and the legal and ethical
responsibilities of the profession represent but a few of the areas
which teachers must adapt to their particular teaching situation
[Reynolds, 1989].
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Contrary to the theme of critical concern reflected about the
quality of teaching in terms of curriculum specialization and
subject-matter emphasis in the national reports of the mid-19803,
Garvin [1989] found that one characteristic of effective middle
schools which seemed to transcend subject knowledge was the
teacher's commitment to the total life of the student. Teachers in
effective schools were reported as more concerned with teaching
students how to learn than with teaching what to learn. They used
higher-order questioning skills to promote critical thinking, and
were more likely to use subject content a3 a vehicle to teach 3kill3
for continuous learning for life, rather than seeking factual
knowledge a3 a goal in and of itself.
A recent study published by the Center for Research on
Elementary and Middle Schools at Johns Hopkins University examined
the effects on learners in the nurturing environment of a selfcontained sixth grade class with one teacher compared with those
assigned to a number of departmentalized, highly specialized
classrooms during each day . Results indicate that the trade-off3 of
extreme school staffing practices need to be balanced by some
intermediate practices between the extremes, and compensated for by
other school practices that address the weakness of each particular
staffing pattern. Such appropriate practices might include semidepartmentalized and team teaching arrangements [CREMS, 1988].
Although it has become apparent to the researcher that middle
level teacher preparation standards vary greatly among states,

the

following skills, abilities, competencies outline a typical core of
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knowledge and appropriate experiences, exerpted from new standards
promulgated by another New England state [Vermont Department of
Education, 1989].
1. Knowledge of physical, intellectual and physiological
growth and development;
2. Knowledge of two or more content areas, each equivalent to
a teaching minor;
3. Knowledge of specialized middle grades professional
techniques, such a3 advisory programs, interdisciplinary teaming and
planning and cooperative learning;
4. Understanding of each student in the context of his or her
school, community, and family life;
5. Ability to develop in 3tudent3 an appreciation and
enthusiasm as a speaking, listening and reading learner;

6. Ability to design and present developmentally appropriate
curriculum;
7. Ability to interest and actively involve students in the.
study of art3, sciences, health and physical education, computer
science and social 3tudie3;

8. Ability to encourage student 3elf-expression;
9. Ability to provide an environment nurturing of self-esteem;
10. Ability to provide an environment which encourages positive
peer relations and respect for rules and routines of the group,
11. Ability to plan, organize, manage and evaluate student
activities and classroom events;
12. Ability to establish and maintain positive and productive
relationships with families and the community. *
ttore than specific practices employed, often it is the
personal ani professional qualities of individual teachers that
determine success.

In researching the question of what makes an

effective middle school teacher, a number of qualities were reported
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in a position paper of a national organization [National Middle
School Association (NMSA), 1986]. Listed in order of descending
priority, effective middle school teachers:
(a)
(b)
(c)
(d)
(e)
(f)
(g)
(h)
(i)
(j)
(k)
(l)
(m)
(n)
(o)
(p)
(q)
(r)

have a positive self-concept,
demonstrate warmth with students,
are optimistic and encouraging,
are enthusiastic,
are flexible,
are spontaneous,
accept students,
demonstrate awareness of developmental levels,
demonstrate knowledge of subject matter,
use a variety of instructional activities and materials,
structure instruction,
monitor student learning,
use concrete materials and focused learning strategies,
a3k varied questions,
incorporate indirectness in teaching,
incorporate 'success-building' behavior in teaching,
diagnose needs and prescribe individual instruction
listen.

The image arising from such a profile suggests a personable,
self-confident professional who is comfortable with children,
sensitive to their needs, and capable of varying instructional
approach to accommodate differences in learning 3tyle3.
Where middle-level undergraduate and graduate programs exi3t,
there often remains a problematic dimension of college-level
training for middle school teachers: the disjoint or paradoxical
methodology of college teaching compared with middle grades
teaching.

To counter the notion that "teaching about teaching

requires lecture-based classes and passive college students,

Sheppard [1990] describes activities he employs as a teachereducator designed to replicate the nature and engagement desired for
middle level learning experiences. His position is that if teachers

4.3

must understand why they do what they do, and if it i3 believed that
teachers must be self-motivated educators in order to learn about
those they teach, then the process mu3t be demonstrated in the
college classroom learning experience.

Instructional Practices
Certain elements of sound instructional practice are
appropriate at any level of education, and perhaps there are few
techniques associated uniquely with the middle school.

However,

because emerging adolescents have 30 many concerns transcending
basic knowledge and 3kill development, and because of their limited
attention 3pan. a basic premise is established that middle level
teachers include a wide range of teaching strategies (beyond direct
instruction) in their repertoire.
An active, inquiry-based curriculum which give3 particular
attention to problem-solving would seem to be most appropriate for
middle level youngsters. Studies by Strahan [19801. indicate that
students in the 11-14 year age range employ four major kinds of
thinking strategies for solving problems:

visualization

mental

pictures of possible solutions; experimentation-testing hypotheses
and various solutions; abstraction—forming generalizations,
synthesizing concepts and eliminating nonapplicable factors; and
n • „
from Dreviously solved problems to
extension—applying strategies r
p
other circumstances and problems.
But .1.0 UporttBt 1. the notion ttot te.oh.to .««. in
discussion with students .bout the hinds ot thinking str.te,les the?
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might employ in varied situations.

The process of thinking itself

should be as conscious and real a topic as the outcomes that
thinking produces [Lounsbury, 1984].
In a survey of current practices among 672 schools serving
students of middle school age,

mastery learning, tutoring, critical

thinking skills, cooperative learning groups, and computer-assisted
instruction and independent study were reported to be among
strategies most frequently mentioned as appropriate for middle grade
students [Cawelti, 1988], Notably, middle school teachers were
reported to be regularly using teaching/learning style strategies to
a greater degree than were schools with other forms of organization.
In order to give every student the best chance to succeed, the
writer advocates that teachers at the middle level recognize and
understand learning styles—the different ways that youngsters
learn best or stimuli to which they subconsciously respond most
favorably. A number of studies during the past decade have found
that students' achievement can increase markedly when methods of
instructional match biological and developmental characteristics
that affect how they learn. The fact that individuals learn
differently eloeely parallel, the differentiation eeen anon, dronth
rotea of transeeeenta. aid it “ould appear that giving full
...
nr*fprences by middle level teachers would be
attention to cognitive preference
y
a nost worthwhile and productive effort.
the factor, found to influence .Indent achieverant are
envlromental effect.. Mch a. .ound. light, heat, .eating,

nobility, or grouping preference,; perceptual preference., .uch a.
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hearing, seeing, manipulating, writing, touching, or experiencing;
hemisphericity—that is, right or left-brain dominance; chronobiological preferences, such as optimum times during the day for
learning; and sociological preferences,

accommodated through

cooperative learning strategies or independent assignments [Dunn et
al., i989]

Interestingly, there are indications that decreased

learning can occur when a teacher's personal learning preference is
imposed on students. For example, teachers, who are often early
morning, high-energy people, are likely to schedule 30-called

prime

time" learning activities at the start of each school day, in effect
causing children to adapt their learning 3tyle to that of the
teacher.

And yet, a number of research studies cited by

Dunn,et.al. indicate that the most students are not morning-alert.
In facing the challenge of teaching diverse student groups,
attention to the many different learning styles of youngsters

would

appear to be a promising and appropriate means of identifying
students for instructional purposes. A3 an example of this
diversity, Barbara and Louis Fischer [1980] observed and categorized
ten different learning styles, reflecting sensory, emotional, and
structural variations among children, defining a person's learning
style as consisting of the distinctive behaviors which serve as
indicators of how a person learns from and adapts to his or her
environment.

Individual learning atria. or .odaliti.. ought te be reflected
net only in the aiddl. level Wohaf» <*** pl*“
*
instructional grouping decisions, but in the school’s placent end
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assignment of students to teaching teams. Through the use of
cooperative learning experiences, middle level teachers have the
opportunity to form clusters of three to five students comprised of
students with differing ability (but possibly with similar learning
style preferences). Each cluster group is assigned a task which
leads to the acquiring of certain skills or understandings, and the
group seeks its own course for accomplishing the task at hand. But
critical to the outcome is that group members assume responsibility
for one another s' learning.
Student grouping seems to be a va3t area for research with
great significance for middle level education, primarily because it
i3 during the transitional years of schooling that a major
organizational shift occurs from the maternal, child-centered mode
of the elementary self-contained classroom to the highly contentoriented but often less personal departmental high school.
The practice of maintaining classes of students with
essentially similar intellectual ability or demonstrated performance
for large parts of the school day is typically regarded as
homogeneous grouping. The word “tracking” is often attached to the
sehoolWde practice ot grouping in this -mar fro. one year to the
next and to the procedure ol predetermining curriculum erperiencee
according to the perceived anility ot etudente. Phil, the oplnione
ot many educators remain divided on the guestion ot the educational
efticacy ot grouping hy anility or tracking, there have been *
tairly consistent conclusion, garnered fro. educational research
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over the past fifty years that ability grouping 3imply doe3 not
yield it3 presumed achievement advantage [George, 1933].
Not only i3 tracking widespread and seemingly accepted, but
its controversial nature ha3 been the subject of more than 700
research studies over the last 50 years. However, the school
environments where tracking predominates can be quite different from
those in which variable grouping practices are employed, using
multiple criteria for sorting students. Aside from its influence on
schoolwide academic achievement (few significant gains can be
verified, but when present, they almost always favor students in the
more talented tracks), research indicates that the effects of
tracking on individuals and classroom groups, affectively speaking,
13 often powerfully negative, especially for 3tudent3 in low track3.
In addition, even though a majority of teachers believes that
ability grouping improves the effectiveness of schooling, studies
indicate that the practice has deleterious effects on teacher
expectations,

instructional practices, and student self-perception

[Johnston and Markle, 1986].
The implication of such findings i3 that tracking can
interfere with basic social interaction and with opportunities for
students to learn from peers of different abilities. The link
between a school1s grouping practices and psychosocial influences is
most apparent here: judgments made in assigning students to certain
groups may well translate to a value judgments about the “goodness”
of members of that group in the eyes of peers.
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How a school organizes for instruction can have much bearing
on the social and emotional development of young people. A recent
study of the effects of ability grouping on the 3ucce33 of students
in remedial instruction indicated that while ability grouping can
help some students, the grouping process itself hurt3 remedial
students [Peterson, 1989], The progress in seventh grade mathematics
made by remedial students placed in an ungrouped pre-algebra program
designed for accelerated students (and where the remedial students
were not identified to others) wa3 significantly greater than the
progress of students placed in all-remedial classes where no
concepts were expected to be mastered beyond the standard
expectations for sixth grade math. While many of these students did
not learn a great deal about mathematical concepts and pre-algebra,
they learned arithmetic and problem-solving skills indirectly by
using them in pre-algebra. This study did not determine the cause of
this progress to be the materials involved, the grouping process
itself, or the psychological effect of the "remedial
student, but it did suggest that if

label on the

ability grouping is practiced,

schools should ensure that all tracks use the same tesic materials,
and that instruction move at the same pace to allow student transfer
from one track to another whenever appropriate.
There is evidence that when students move from an elementary
school to a junior high school at grade seven, classroom activities
and organization change in such a way that social comparison and
ability self-assessment increase, just at a time in life when they
are developing a differentiated concept of ability [Nicholls, 1986)
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As a result they no longer equate ability and effort but come to
understand the notion of ability a3 capacity. For those who already
do not see themselves as highly able, thi3 combination can result in
lower self-concept of ability and motivation to achieve [Feldlaufer,
1986].
The predominance and persistance of tracking in the face of
research that questions it3 soundness a3 an appropriate practice for
middle level youngsters may be due to two interesting factors
suggested by George [1988]. First, many teachers regard classes
grouped heterogeneously a3 more difficult to teach. It 3eems clear
that teachers mu3t be assisted in acquiring the instructional skills
which will make it possible for them to be effective in cla33
groupings reflecting widely differing abilities.
ominous factor may reflect political reality.

But a second, more

Perhaps ten percent

of students in any school population are likely to benefit from
tracking (in contrast to the great majority who do not). Yet it is
likely that in the real world of public schools, educators are
bowing to pressure exerted by parents who would 3eek to preserve the
structure of schools to the benefit of their children, even when
others are likely to learn les3. And if these parents are also
politically powerful and more articulate, they may easily generate
negative repercussions which are difficult to minimize.

A Deve 1 onmenta 1 lv-%itive Curriculum
Middle level students deserve an instructional program that is
responsive to to the values, objectives and needs of society as veil
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as their need3 as young adolescents. A central goal in any school
program is that 3tudent3 develop a core of concept knowledge—a
“core curriculum,M appropriate for that age range. And yet, middle
level students are not beyond the need for basic instruction and
continued development of 3kill3 needed to learn.
According to beliefs and experiences of the researcher, a key
challenge is to incorporate 3kill development into a carefully
expanding curriculum of concept knowledge, providing not only
practice and mastery of thought processes, research 3kill3,
computation, language acquisition, and comprehension, but also
experiences in which the learner mu3t apply these skills to broaden
understanding and become an independent lifelong learner. If the
development of a student's abilities is to follow a reasonably
orderly process, as Piaget and others have suggested, and if certain
skills must precede the development of concepts, then the activities
described earlier should be designed to develop these skills in an
orderly, progressive manner [Erickson, 1989].
Despite this anticipation of gradual intellectual development,
during transescence youngsters encounter detracting influences which
interrupt an otherwise smooth gradient of academic growth:
recognition of self in relation to others, concern for physical
growth, and interest in those of the opposite sex. Consequently, the
design of curriculum promote the notion of independence and selfreliance in a quest for knowledge. Teaching problem-solving skills
and the development of higher-order thinking, coupled with
activities involving long-range tasks allowing multiple options for
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solution, permitting socialization while learning in small groups,
encouraging experimentation, assigning independent 3tudy and
activities which offer small measures of 3ucce33, all these
strategies offer a margin of tolerance which can be of comfort to
naturally inquisitive or responsive learners challenged by the
perils and pitfalls of early adolescence .
Bruner [1960] describes a curriculum in which the mo3t general
aim of education is to cultivate excellence—i. e. helping each
student achieve his or her optimum intellectual development:
The first object of any learning act i3 that it
should serve us in the future. Learning 3hould not
only take us somewhere, it should allow U3 later to
go further more easily.
Because skill development varies according to certain factors
within the physical and emotional makeup of individuals which
influence hi3 or her motivation and receptiveness to learn, the
curriculum plan of a middle school should respond to the physical,
social, and emotional dimensions of motivation, a3 well as to it3
intellectual aspects.
The literature suggests that curriculum planning at the middle
level should also address the relationship between physical
development and intellectual development of the youngster. Because
of the sporadic nature of physiological growth during pubescence,
transescents are highly sensitive about their own bodies, and
constantly 3eek to judge themselves in relation to the elusive
concept of “normalcy. “ Whereas younger children are motivated
primarily by physical drives, and older adolescents are motivated by

social

needs, programs for emerging adolescents should address both

physical and social motives.
A report by the 17-member Carnegie Foundation'3 Task Force on
Education of Young Adolescents in 1989 suggested wide-ranging
alterations in the way middle grade programs should be managed.
taught, and supported, stressing flexibility and interaction,
greater training and autonomy for teachers, and expanded community
and parental involvement [Rothman, 1989]. Citing the vulnerability
of early adolescents to multiple high-ri3k behaviors and school
failure posed by drug use, sexual promiscuity, poor school
performance and social alienation, the report proposed a series of
sweeping recommendations, outlined as follows.
1. Creating stable and close relationships among adults and
peers within "communities of learning" in otherwise large,
impersonal schools;
7 Creating a core academic curriculum focused on critical
thinking, and including health education and community service;
3 Promoting cooperative learning experiences and flexibile
arrangements of time for instruction as means to eliminate
achievement-level tracking;
4 Tmnrovina the preparedness of teachers for dealing with
early adolescent? through teacher and administrator governance and
deci31 on-making at the school level.
[Carnegie Council on Adolescent Development, 1989).

A distinct aspect of interest in the following research
pertains to the assignment of teachers within middle grades schools
A search of literature on specific tasks by grade level and changes
of teacher assignment produced only two direct references regarding
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subjects and grades taught, teaching contact time, classification of
positions, and the number of faculty in typical middle grades
schools. Findings of Part I indicate that about half of the 540
middle level teachers surveyed (51%) held the bachelors degree and
43.6% held graduate degrees. Forty percent of the middle school's
teaching force holding the bachelors degree majored in elementary
education, and of those with the master'3 degree, more than 60% were
prepared as elementary teachers [Buttery, et al. , 1936],

Teachers were a3ked about the degree to which they felt
prepared in certain areas of professional competence. Teachers
reported being prepared "too little" in classroom management,
routine, and discipline; "about right" in general education, i.e.
some knowledge in many fields; and prepared "too much" in the
history and philosophy of education. Mentioned mo3t often as an area
in which "no preparation" wa3 given was the

U3e

of audiovisual

equipment and materials. Teachers reported that the quality of
preparation received was "excellent" in depth of subject field
knowledge, and "poorest" in classroom management, routine and
discipline.

The balance among the middle school teaching force, an
important concept relating to the potential for improvement of
instruction theough inservice and graduate education, is a helpful
finding of this study.
Part II of this survey related to teaching assignment and
included a strand designed to provide detail on professional growth
activities of middle school educators during the three years prior
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to the survey. Following ere the most frequently-mentioned
activities cited by middle level teachers a3 contributing to their
professional growth, (in order within each category) [Buttery, et
al.,1987],
"Great" contribution:

Professional readings on own
University extension courses
Professional association activities
College courses in education
School year district workshops
Educational television programs

"Some" Contribution:

Faculty meetings
School year district workshops
Professional reading on own
Educational television programs
Committee work other than education
University extension courses

"Little or No'
Contribution:

Educational television programs
Faculty meetings
Work on curriculum committees
School year district workshops
Sabbatical leave: travel
Summer district workshops.

Besides the favor of professional readings at the initiative
of the respondents, of interest is the predominance of traditional
university and college coursework as providing a great or 3ome
contribution to professional improvement.

Middle level teachers

selected for this survey had principals who were members in the
National Association of Middle Schdol Administrators.

Transitions

It would seem that the success of each organizational level of
a K-12 continuum will be greatest if careful attention were given to

later moved on to the high school, they again experienced
disruption—as though the difficulties of the first transition left
them vulnerable rather than strengthened for the second transition.
The researcher has seen great advantage, in scheduling school
transitions for students between either grades 4-5 or 5-6, and
between grades 8-9, compared to the more common grade six to seven
break. The existence of a middle level bridges major differences
between lower and upper-grade schooling without the drastic contrast
created by an abrupt move from the child-centered elementary school
to the diverse, subject-centered secondary school. However, within
the middle level school itself a certain degree of transitioning
should occur from youngest to older grade levels to ensure the
smoothest possible adjustment from elementary to secondary
education.
Despite the proliferation of middle grades schools and their
innovative programs, in too many communities, middle school reality
falls 3hort of the ideal [Harrington-Leuker, 1990]. Between theory
and practice there persists a large gap reinforced by the lack of
specially trained teachers, appropriate inservice programs, fear on
the part of high school teachers that the curriculum will be
"watered down," of apprehension about disparate ages of students in
the same school. Non-philosophical motives to form middle schools
have run the gamut from desegregation mandates to bureaucratic
reorganization of available facilities because of enrollment
fluctuation.

Despite noble attempts to create schools targeted to

meet needs of emerging adolescents, the experiences of those
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communities in which middle school reorganization backfired because
pedagogical reasons were ignored taint the acceptance of genuine
attempts of today.

These experiences contribute to the Carnegie

report's description of a "volatile mismatch" mentioned earlier
Alluding to a "words and music syndrome" Toepfer [1990]
portrays these districts a3 “know(ing) the words to the middleschool-reform rag, but they haven't put the word3 to music." In his
view, programs, not grade ranges, make a middle school.
To the extent that middle schools continue to follow junior
high school approaches, they remain more like secondary 3chool3 than
elementary schools, and ignore the needs for transition between the
nurturance of elementary levels and the impersonal nature of high
schools [Va33allo, 1990]. Compounding the problem of departure from
pedagogy are those schools which not only maintain secondary
practices 3uch as tracking and departmentalization, but move 3ixth
and even fifth graders into the middle grades.
Transition to the middle school concept i3 understandably
difficult for parents and communities to accept when it i3 attempted
without thorough understanding of potential advantages for
transescents. Various models of a transition team structure, linking
academic support with guidance and control have been suggested to
protect the need3 of students during such transformations [Epstein,
1990].
The role of parents in facilitating successful transition to
the middle school concept and in supporting its existence through
the observed positive effects on children may have been overlooked.
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According to Garvin [1990], middle school planners are advised to
U3e

the perceptions of parents in justifying what educators know to

be important in setting priorities. A 3tudy of what parents expect
their childrens' middle schools to provide produced an interesting
pattern of priorities 3een as probably likely to differ from what
educators might predict.
the question:

Garvin asked more than a thousand parents

"What would you like for the middle level school to

provide your child?"
Parent responses have been exerpted as follows, and are listed
here in priority order:
1.

Safety for children.

2. Having the child know at least one adult well enough to go
to if support i3 needed.
3. Concern by the school to help the child develop
constructive friendships with others.
4. Opportunities for children to get involved in activities.
5. Having enough good experiences in a school day to want to
return the next day.
6. Teaching what will be needed to prepare for high school.
7. Keeping parents informed of their children'3 progress.
8 Feeling welcomed by teachers and administrators when
visiting the school.
9. Effort by the school to keep parents informed about what to
expect from youngsters during these years.
These expectations provide an interesting and relevant
backdrop for 3tudy of issues confronting middle level educators
today. It is often those not directly engaged with aiddle schools
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whose observations on middle level education provide interesting and
telling comment on tireless problems. A3 Goodlad [1934] noted:
[Y]oungster3 enter a period of considerable personal,
social, and physical turbulence, while schools often
constrain them in a setting where the dominant
expectations are academic or intellectual and require
considerable passivity, [p.78].
Citing the change in attitude toward school that seems to be
expected and inevitable among young people, Goodlad observed a
"subtle 3hift“ occurring in the fifth or 3ixth grade where the
curriculum 3eems to comes between the teacher and student:
Young humans come to be viewed only a3 students, valued
primarily for their academic aptitude and industry rather
than as individual persons preoccupied with the physical,
social, and personal needs unique to their circumstances
and stage of life. [p.80]
One strength of the middle school concept is its commitment to
nurturing the relationship between children a3 learners and caring
adults as mentors, advisors, and teachers.
This chapter has focused on psychosocial issues of early
adolescence, the emerging identity of middle level educational
programs for early adolescent learners, and organizational
characteristics of middle level schools.

Thi3 review of the

literature provided a framework for the presentation of research in
a specific dimension problematic to today'3 middle schools: the need
and importance of appropriately-trained and professionally committed
teachers. Criteria upon which survey data were evaluated were in the
perspective of previous research reported in this chapter. In

Chapter 3, procedures chosen and instruments devised to carry out
the research portion of this study will be explained.

CHAPTER 3
RESEARCH PROCEDURE

Purpose of the Study
The purpose of this study was to expand the data base of
middle level teaching and administration by identifying and
examining the following factors related to training, certification,
and assignment of teachers:

(a) distribution, types, and changes and

trends in the predominant certification among middle level
faculties; (b) attributes and qualities sought by principals when
selecting non-middle level-certified teachers for assignment in
middle grades;

(c) trends in changes of grade assignment for

teachers within middle level 3chool3 and between elementary, middle,
and high schools; (d) skills, abilities or personal attributes that
aid teachers in adapting to a change in assignment within middle
level schools; and (e) changes in role expectation for teachers a3
schools become committed to a philosophy that addresses unique needs
of emerging adolescent learners.

Design of the Study
The first component in the design of this study consisted of a
review of the literature in middle level education focused on the
following topics: identity and characteristics of middle schools,
psychosocial issues of early adolescence and developmental theory;
practical responses to psychological implications in the design of
instructional programs for emerging adolescent learners; and issues
of training, professional improvement, and certification of
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teachers.

The second portion of this 3tudy involved gathering

opinions and data from principals of middle level 3chool3.

Research Population
Principals of schools listed in the 1989-90 directory of the
New England League of Middle Schools were chosen to receive the
3urvey questionnaire.

Access to membership names and addresses in

this directory was obtained via the researcher's individual
membership in thi3 organization.
Only principals of 3chool3 listed as holding comprehensive
institutional membership in thi3 organization were sent the survey.
By their commitment to the expense and annual fee for 3uch
membership, principals in those schools were 3een as more committed
and likely to take initiative in sharing with faculty literature and
current thought about middle level education, and to have exposed
teachers to conferences and 3taff development opportunities offered
by the League.
It was presumed that the type of options and decisions
regarding teacher selection and assignment relevant to this research
would more likely be observed in larger schools, and a study of
changes in grade-level assignment and related certification issues
would yield more data if the sample were drawn from larger schools.
To maximize comparisons among data it was also hoped that the
sample would represent as few variations in middle level school
organization as possible. Thus, the sample wa3 limited to include
only the 194 middle schools from the more populous states of
Massachusetts, Rhode Island and Connecticut, because it was seen as
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likely that schools in these more populous states would have larger
student enrollment, more teachers, and more consistent grade-level
organization.

Research Instruments
With the assistance of the research department of the School
of Education at the University of Massachusetts, a survey
questionnaire (Appendix B) was constructed which permitted
principals a convenient method to furnish data about their schools,
their teachers, and themselves in an unhurried and inviting fashion.
The instrument consisted of six items divided into four sections:
demographics of the school, organization, staffing patterns and
certification background of teachers, and a school profile.
A pilot 3tudy to te3t subject reaction to the survey
instrument and to gauge the degree to which it furnished
appropriately formatted data was conducted with three middle level
principals known by the researcher who would not otherwise have been
included in the final sample of respondents. Their frank reactions
were helpful in the development of a more useful instrument, and
from these pilot 3tudie3, modifications were made in several
questions, one question was deleted, and the design of a categorical
grid was improved to minimize chance of ambiguity, promote clarity,
and enhance ease of response.

Also requested was a statement of the respondent's willingness
to participate in a personal telephone interview. Pilot principals
offered responses that helped clarify interview questions and
sequence.

63

Survey Distribution and Response
On April 30, 1990, a letter of introduction (Appendix A)
outlining objectives of the investigation was mailed a3 a cover'
document attached to the survey questionnaire (Appendix B).
Responses, which had been preaddressed to the researcher's business
address, were received over a seven-week period during May and June
1990.

Table 1 indicates the response to this initial mailing.

Table 1
Survey Response
Received

Response

Mailed

Connecticut

23

of

77

29.9

%

Massachusetts

50
Jb

105
12

47.6
50.0

%

Rhode Island

of
of

%

79

of

194

40.7

%

Total

As shown in Table 1, more than forty percent of the
principals receiving the survey elected to respond.

Tgi p.nhone Interviews
is previously eentioned. principals vere slso asked to
indicate their interest and villingneas to participate in a
prearranged telephone internee, the secoH ph.se of det.
collection. These intervie.s .ere conducted eith . s«ple at t.elve
principals, selected eecordin, to det. provided in the response

checklist troe the prell.ln.ry
the response rate for telephone interviews.
r

2 »” «• 64 1"a“at”
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Table 2
Principals Willing to Participate in Telephone Interview
Willing

Received

78.3

%

50

86.0

%

of

6

83.3

%

of

79

83.5

%

Connecticut

18

of

23

Massachusetts

43

of

Rhode Island

_5
66

Total

Responses
-

Many factors were considered in selecting a representative
group of twelve principals to be interviewed. The survey group
represented schools (a) with large, medium and 3mall enrollment; (b)
that had been operating as middle schools for varied lengths of
time; (c) whose principals had been in authority for varied numbers
of years; (d) reporting the presence of at least 3ome typical middle
school characteristics and features; (e) reporting varied
distribution of teachers with elementary or secondary certification
and, if possible, middle level certification; (f) reporting varied
numbers of change in teaching assignment; and (g) representing a
proportional sample from each of the three states.
Principals of schools with an enrollment of less than 100
students per grade were not chosen for interview, because it was
seen as less likely that schools with fewer teachers would have
experienced the type of options and decisions regarding teacher
assignment of relevance to this research.
One aspect of the study was to contrast the adaptive skills of
elementary and secondary-prepared teachers to different grade level
assignments.

Accordingly, schools reporting a grade distribution
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that did not include either grades 6 or 7, (such as 3-5, 8-9) or
schools with only a single grade, were not considered for the
telephone interview.
Over a five-week period during June and early July, 1990,
telephone interviews were conducted with eleven middle level
principals, selected in a manner described above. One principal was
interviewed late in August.

All interviews were prearranged at

mutually convenient times so as to minimize distraction and allow
for unhurried discu33ion.
A standardized open-ended interview (Appendix C) was used to
provide a consistent structure for the telephone survey, to minimize
variation in the questions posed to principals, and yet permitting
exploratory probe3 and followup clarification whenever necessary.
One reason for U3e of thi3 approach cited by Patton [1983] i3 that
the interview is highly focused so that the interviewee's time is
carefully used. Even though they had been pr ear ranged, given the
time constraints typical of a principal’s daily routine, it was seen
as especially important to accuracy of response to minimize the
intrusive effects of a telephone interview.
Standardized questioning wa3 typically completed in 3even or
eight minutes.

Once finished, time was allowed for unsolicited

comment related to the subjects discussed, giving principals an
opportunity to explain and substantiate their beliefs.

This

accounts for a range of interview times from 14 to 27 minutes.

Handwritten notes were taken by the interviewer during each
interview.

Immediately following each conversation, the researcher

typed and stored in a word-processor narratives derived from notes
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taken.

Quotations cited in this research were literally

transcribed, however interpolation of the researcher's notes was
often used to reflect subjective opinions and attitudes, and to link
disparate segments of the conversations held.
Demographic data of the telephone respondents compared
favorably with those of the entire sample (see Chapter 4). The size
of the twelve telephone sample schools ranged from 107 to 234
students per grade. Seven principals were responsible for grade 6-8
schools and five administered grades 5-8. The median length of
operation of these middle school was eight years. Principals
interviewed had a median experience of ten years experience, half of
that time served in the current school.
Certain desirable features found in effective middle schools
had been itemized in Part II of the survey questionnaire.

A profile

of these results from 3chool3 included in the telephone survey
indicated the survey schools to be predominantly organized to
include interdisciplinary team teaching, to be considering ways to
provide faculty with the means to independently group students for
instruction, either having in place or considering ways to block out
the schedule to provide more latitude in teaching and planning,
considering now or in the future to incorporate advisor-base
assignments of students with adults, and utilising participatory
decision-making procedures in setting policy and procedures.
Some mobility between grade level assignments by teachers was
reported during the past three years in ten of the twelve schools.
These changes in grade level assignment were most commonly from
elementary grades to the middle level: 43 teachers had done so.
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Twenty-four teachers were reported a3 having been transferred from
the high schools (mo3t involuntarily). Least common were inter-grade
shifts within the middle schools:

on average, there were only one

or two teachers reported moving to older grades or from older to
younger grades within the 3ame school in the past three years.
Principals in the telephone survey 3chool3 reported a 3lightly
higher proportion (3.9 percent) of teachers holding middle level
certification, compared with 3.7 percent among all respondents.
Seven principals identified their schools as being in
transition toward a commitment to the middle school philosophy.
Despite the fact that these seven schools had existed a3 middle
schools for 5.7 years on average, their principals felt that their
schools had much to learn from 3tudy and adaptation of programs and
organizational features typifying the middle school.

Among

explanations given when a3ked why they 3aw their schools to 3till be
in transition, principals said that they 3aw the middle school
philosophy a3 an idealized model toward which their faculty members
could aspire.

One Connecticut principal acknowledged that although

her school had far to go, what they were now accomplishing was
certainly praiseworthy in relation to years pa3t.

The impression i3

clear that movement and an impetus to change were desirable
components in establishing a strong identity for middle schools.

Although certain specific questions were used to guide
interviews, not all principals offered a full range of responses,
and despite adherence to a categorical outline of topics, depending
on explanations and detail presented, the interviewer did not
systematically ask identical questions of every interviewee.
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Qualitative portions of this research were limited to
principals' perceptions of desirable attributes of middle level
teachers, and did not presume to validate the significance of those
perceptions in terms of teacher performance, instructional
effectiveness, or improved outcomes for middle level school
programs.

Interpreting Data
Using the questionnaires, a comparative profile of each school
was constructed from demographic data, based on the presence of
certain program and organizational features, and on the principal s
perception of the degree to which his or her school incorporated
those features.

Subgroups of data were then sorted according to one

of three characterizations: (a) schools reporting success in
implementing and sustaining a middle level education program over a
number of years; (b) schools planning to increase their commitment
to the middle school philosophy, or in transition to do so; (c)
schools reportedly not identifying with the middle school
philosophy, strongly adhering to a secondary/junior high school
approach, or lacking commitment to implement middle school ideals.
Telephone interview data provided perceptive dimension to the
demographic data, and offered numerous rationales to account for
certain statistical outcomes.

Chapter 4 provides detailed tabulation of data obtained from
the research survey questionnaire and the telephone interview. A

list of Tables provides assistance to the reader in locating
specific arrays and references.

CHAPTER 4
RESULTS AND INTERPRETATIONS

The purpose of this

3tudy

has been to expand the data base of

middle level teaching and administration.

Responses have been

analyzed in relation to numerous variables offered in the survey
data, and in reference to characterizations of each school offered
by principals responding to the survey:
(a) schools reporting one or more years of success in
implementing and sustaining a middle level education program,
(b) schools still in transition, or planning to increase their
commitment to the middle school philosophy,
(c) schools reporting no identity with middle school
philosophy, strong adherence to a secondary or junior high school
approach, or a lack of commitment to implementing middle school
ideals.

Distribution of Certification Types
The first portion of this research addressed the current
distribution of certification types held by teachers in middle level
schools, according to data obtained in Part III of the written
survey and from telephone interview questions 4 and 5.

Among the

most detailed responses in Part III of the survey was an accounting
of the number and grade level assignment for all teachers, whether
they hold elementary, middle or secondary certification. Since the
data do not distinguish teachers possessing multiple endorsements.
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each teacher has been identified according to only one field of
certification.
To explore potential causal relationships, teacher
certification data were plotted against numerous other variables
generated from responses on the four-page survey, such as grade
level, school size, school organization,

length of years the school

has operated as a middle school, the aforementioned characterization
of the school, experience of the principal, and the degree to which
certain organizational features reflecting an effective middle level
program exist. These data are displayed in tables which follow.
qrhnnl Organization
From the 194 surveys mailed, 79 written responses were
received from principals of middle level schools. There were seven
variations in grade organization reported. Table 3 indicates these
organizational types.
Table 3
School Grade Organization
Grade
O rrrani za t i on

Conn. tla33. R.I.

Total

Percent

4-8

0

2

0

2

2.5

5-6

1

0

0

1

1.3

5-7

0

1

0

1

1.3

5-8

1

13

2

16

20.3

6-8

13

9

2

44

55.7

7-8

5

5

1

11

13.9

7-9

3

0

1

4

5.0

Totals

23

50

“6

79

63.3

7.6

Percent,

29.1

A

100.0
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Data in Table 3 on page 70 show the most common student
grouping in surveyed schools to include students in grades 6-8. The
next most common grade arrangements were grades 5-8 and grades 7-8;
these three organizational formats were found and reported in nine
of ten schools responding to the survey.
Table 4 indicates the frequency of schools including each of
the grades reported among all responses.

Table 4
Frequency of Grades Represented in Survey Schools

Grade
4

Frequency
2.6 %

5

23.6

%

6

77.6

%

7

95.0

%

8

94.0

%

9

1.3

%

Data in Tkble 4 indicate that students in grades 7 and 8 were
included in at least 94X of all schools while sixth graders were
housed in three of four schools, and fifth graders in one of four
middle level schools.
Demographic data regarding the length of time each surveyed
school had been in operation was subdivided according to the
principal’s characterization of the school’s status and currency as
a viable middle school.

Respondents who indicated that their school

was identified as implementing and sustaining a middle level

educational program were asked to furnish the number of years .it had
been the case.

Table D.l in Appendix D indicates that of schools

said to be operating in the spirit of middle level education, those
m Massachusetts have been doing
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for a longer period of time.

Table 5 reveals thi3 length of time in relation to school
grade organization.

Table 5
Years of Success in Implementing
and Sustaining a Middle School Program

Rhode Island
No.of
Mean
Schools Years

Grade
Level

Connecticut
No.of
Mean
Schools Years

Massachusetts
No. of
Mean
Schools Years
3.5

4- 8
5- 6
5-7
5- 8

2

6 8

1

-

7-3
7-9

2
1

1.0
12.5
1.0

Total Sample
No.of
Mean
Schools Years

1
7

16.0
9.6

1
6
25

3

6.0

2

1

3. 0

7.0
12.8
6.1
12.0

1
9
33
5
1

3.5
1.0
7.0
13.1
6.7
8.4
3.0

Total
mean
median

Overall, nearly two-thirds of the respondents indicated that
they had been successful in implementing and sustaining a middle
level education program. Data in Table 5 show that for these 52
schools, the mean length of time they bad been so doing was 7.7
years. Although the range was from one to 21 years, half had
operated successfully for no more than 5 years.
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As shown in Table D.2 in Appendix D, other principals reported
their schools to either be in transition toward a middle school
philosophy, or as operating on a secondary model. Although it had
been anticipated that most schools described as in transition to
increase their commitment to the middle school philosophy would be
organized with grade distribution such a3 6-8 or 7-8, nearly onethird of these

3chool3

in transition included fifth grade 3tudent3.

Only five schools (6.3 percent) of the 79 schools responding
indicated that they operated much like a junior high or secondary
school.

Because the survey sample consisted of schools which had

institutional membership in an organization to promote the
development and improved operation of middle level schools, this wa3
an expected result. None of these schools housed students younger
than grade 3even.
Other demographic data obtained addressed the experience of
each school's middle level principal, in his or her current
assignment and overall as an administrator. Tables D. 3 and D. 4 in
Appendix D show data from principals about their current and
ocverall administrative experience. Most principals had experience
in other administrative positions prior to their current assignment.
Connecticut principals responding to this survey were more
experienced than those from other states, and most principals had
spent about half their

administrative experience in their current

/

assignment.
-me overall distribution of certification held by teachers in
relation to various types

of school organization represented in the
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survey is shown in Table 6 (on page 72). Of the 79 respondents, 74
principals provided data on teacher certification. In instances *
where teachers hold multiple certificates, principals specified
whatever grade range (elementary, middle, or secondary) mo3t closely
related to that teacher's current assignment.

Table 6
Certification of Middle Level Teachers
by School Grade Organization

School
No.of
rVrrflrvi 7Ation Schools

Number of Teachers Certified as
Secondary
Elementary Middle

Total No.
Teachers

4-8

2

36

2

12

50

5-6

1

11

5

6

22

5-7

1

16

4

9

29

5-8

13

162

18

143

323

6-8

42

546

43

598

1,187

7-8

11

69

1

178

248

7-9

4

16

0

115

131

"74*

856

"73

1,061

1,990

43.0

3.7

Totals

Percent by type
of certification

53.3

certificati
* five schools did not furnish data regarding teacher

Table 6 shows that the certification status of 1,990 selfcontained or core subject teachers (excluding subject specialists
such as physical education, arts, or misic teachers) uas reported in
this survey..
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The data indicate that of 1,990 teachers enumerated in the
survey schools, only 73 teachers (3.7%) held middle level
certification. Comments made by principals during interviews reveal
that mo3t of these teachers received undergraduate training first a3
elementary or secondary teachers, and had secured an endorsement to
teach at the middle level later in their careers.
The data al30 indicate that more than half (53.6%) of the
teachers enumerated held secondary certification, and elementary
certificates were held by 43.0% of the teachers. In the 74 3chool3
responding, a mean number of 26.9 teachers were reported at each
school.

Comparison bv State
In consideration of geographic differences regarding teacher
licensing and certification requirements, the state in which the
reporting school was located was thought to be a useful variable in
analyzing certification data. Tables 7, 8 and 9 (on pages 76-77)
following) contrast teacher certification data by the three states
from which responses to the survey were secured.
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Table 7
Certification of Middle Level Teachers
by School Organization - Connecticut
No. of
School
organization S chool3

Number of Teachers Certified a3
Secondary
Elementary Middle

Total No
Teachers

4-8

0

—

—

-

—

5-6

1

11

5

6

22

5-7

0

—

—

-

-

1

13

0

12

30

6-8

13

192

21

131

344

7-3

5

40

0

64

104

7-9

3

13

0

80

93

23

274

26

293

593”

4. 4

49. 4

5-8

Totals

•

Percent by
Certification Type

46. 2

Table 8
Certification of Middle Level Teachers
by School Organization - Massachusetts

School
No.of
Organization Schools

Number of Teachers Certified as
Secondary
Elementary Middle

Total No.
Teachers

36

2

12

50

-

—

*

—

1

16

4

9

29

5-8

10

99

5

89

193

6-8

27

336

20

432

788

7-8

5

26

1

84

111

7-9

0

—

*

4-8

2

5-6

0

5-7

Totals
Percent by Type

"45*

-

5I3

32

626

43. 7

2.7

53.5

1,171

regarding teacher certificati
* five schools idid not furnish data
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Table 9
Certification of Middle Level Teachers
by School Organization - Rhode Island
No. of
School
Organization Schools

Humber of Teachers Certified as
Secondary
Elementary Middle

Total No
Teachers

4-8

0

-

-

—

—

5-6

0

-

-

-

-

5-7

0

-

-

-

-

5-8

2

45

13

42

100

6-8

2

18

2

35

55

7-8

1

3

0

35

38

7-9

1

3

0

30

33

Totals

69

15

142

226

Percent by
Certification Type

30. 5

6. 6

62. 8

The data in Table3 7 and 3 (page 76) indicate similar
proportions of elementary, middle and secondary-certified teachers
in Massachusetts and Connecticut schools

Although a small sample.

Table 9 accounts for 226 teachers enumerated in Rhode Island's six
schools; the data indicate a smaller proportion of elementarycertified teachers in that state.
these proportions.

Table 10 on page 78 contrasts
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Table 10
Percent of Teachers Holding Elementary,
Middle. Secondary Certification

Number of
Teachers
Connecticut
Massachusetts
Rhode Island

Percent of Teachers Certified a;
Elementary
Middle
Secondary

593

46.2

4. 4

49. 4

1,171

43.7

2.7

53.5

226

30.5

6.6

62.3

While the largest number of teachers was reported in schools
of Massachusetts, Table 10 reveals that in that state proportionally
fewer teachers hold middle level certification, perhaps because it
has not been a stringent 3tate mandate.

Operational Characteristics
Absent other inf ormation, the name over the door of a middle
level school does not indicate the nature of its organization or
commitment to middle level education. As a means to compare schools
according to their real or perceived success or effectiveness m
implementing middle level education, each principal wa3 a3ked to
characterize his or her school in one of three ways:
1.

successful in implementing and sustaining a middle level

education program for a number of years (also indicating the number
of years);
2. Planning to increase commitment to the middle school
philosophy, or still in transition.
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3. Not identifying with the middle school philosophy, or
strongly adhering to a secondary/junior high school approach, or
lacking a commitment to implementing middle school ideal3.
The survey sample was drawn from the roster of schools holding
institutional membership in the New England League of Middle
Schools. Membership in NELMS i3 voluntary, somewhat expensive, and
typically attained at the initiative of the school's staff or
principal. While it wa3 thought that 3ome principals would enhance a
portrayal of their schools a3 progressively in tune with middle
level educational philosophy, the researcher al30 thought that
others might frankly characterize their schools as in need of
enlightenment because they were either in transition to the middle
school concept or operating as secondary or junior high schools.
From all respondents, two-thirds of the principals indicated
their schools to be operating as middle schools, while thirty
percent described their schools a3 "in transition."

Only three

principals characterized their schools a3 secondary or junior high
schools. Data arrayed in Table 11 (page 80) show the relationship
between the principal’s characterization of his or her school and
that school's official name.
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Table 11
Characterization of School
Compared With School Name

CO

Included in
chool Name
"Hiddle"

Principal's Characterization of School
Operate as a
Still in
Operate a3
Kiddle School Transition Junior High

Percent

Percent

21

0

69

87.3

4

3

10

12.7

51

25

3

79

64. 6

31.6

3.8

48

"Junior High"
Totals

No.

Notwithstanding the school's official name, principals most
often described their schools to be operating as true middle
schools. As shown in Table 11, among schools surveyed were ten with
the words "junior high" in their name, and of these, seven were
described by their principals to be either in transition toward the
middle school concept or already operating as middle schools. While
64.6% of schools responding had been in operation as middle schools
for a number of years, 31. 6% were described to be

in transition,

seeking to increase their commitment to a philosophy appropriate for
the education of emerging adolescent learners. Only three of the 79
responding principals indicated that their schools operated as
secondary or junior high schools.
Distribution of teachers holding various types of
certification was spread across the three types of schools as

illustrated in Table 12 on page 81.
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Table 12
Certification Held by Teachers
According to Characterization of School

Number of Certified Teachers
Elementarv Middle Secondary

Totals

Percent
of
Sample

Middle Schools"

613

45

588

1,246

62. 6

In Transition"

240

28

414

682

34.3

3

0

59

62

3.1

1,990

Junior High" *
Totals
Percent

856

TT

1,061

43.0

3.7

53.3

100.0

The data in Table 12 indicate a prevalence of secondary
certificates among middle level teachers, and a two-to-one
predominance of schools characterized as already operating as
"middle schools". Because those invited to participate in the survey
were principals of schools holding institutional membership in the
New England League of Middle Schools, the researcher believed that
they would be more attuned to tenets of middle school philosophy
and, unless just embarking on a transformation, would have more
likely experienced effects of a transition from a secondary to
middle level operational mode.
The number of teachers holding each type of certificate
according to the characterization of their school is displayed in
Thble D. 5 in Appendix D, and the proportional distribution of these
teachers among state samples and school characterizations is shown
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in Table D.6 in Appendix D.

It can be seen from these tables that

the greatest number of elementary-certified teachers among the
sample population teach in

30-called

“middle schools," while

secondary-certified teachers are proportionally more prevalent in
"junior high 3chool3."

Secondary-certified teachers constitute 53%

of the sample, and in junior highs and schools in transition far
outnumber middle or elementary-certif ied teachers.

Although 45 of

the 73 middle level-certified teachers in the sample already teach
in "middle 3chool3," a greater proportion teach in 3chool3
characterized as “in transition. “ The researcher believes that there
would be a distinct advantage for schools in transition to have a
large proportion of middle level-certified teachers among the
faculty to promote the progress of the transition itself.
When comparing data by 3tate, it can be seen that while the
greatest number of middle level-certified teachers wa3 reported in
the Massachusetts sample, the Connecticut sample had the greatest
percentage of middle level-certified teachers by proportion.
Because Connecticut principals reported that no specific middle
school certificate exists, this indicates that a large number of
Connecticut teachers have secured an additional endorsement to teach
in middle schools.
Principals who had middle level-certified teachers among their
faculty more often described their schools a3 successful in
implementing middle level programs than did principals with no
middle level-certified teachers.

In addition, a slightly higher

proportion of schools having middle level-certified teachers on the
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faculty were reported to be "in transition,M seeking to increase
their commitment to the middle school philosophy.

Student Enrollment
To investigate the possible relationships between the type and
distribution of teacher certification held and school 3ize,
comparisons were made among schools according to student enrollment.
It had been correctly assumed that a wide array of grade level
organizational arrangements would be found among schools surveyed,
making it difficult to compare school size on total enrollment
alone. Thus, respondents were asked to provide data for student
enrollment per grade, rather than the 3chool‘3 total enrollment.
Table D.7 in Appendix D displays the distribution of per-grade
enrollments of responding schools.
TVo Massachusetts schools did not furnish enrollment data.
Data in Table D.7 indicate the mean student enrollment per grade for
schools as 181.9 in Connecticut, 179.3 in Massachusetts, and 250.3
in Rhode Island.

The mean enrollment per grade for the entire

sample was 183.6 3tudent3.
The relationship between the grade organization of schools and
enrollment arrayed in Table D. 8 in Appendix D indicate that 3chool3
with older students tended to have larger enrollments, with grade 78 schools being the largest.

Grade 5-8 schools were more likely to

be smaller in per-grade enrollment than schools organized in other
ways.

Because there were only two grade 4-8 schools, and one each

of 5-6 and 5-7 schools, these data do not offer a sufficiently broad
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sample for use in drawing a generalization about schools with these
grade configurations.
Data were analyzed to determine a possible relationship
between school 3ize and the distribution of certificate types held
by teachers.

Again, because of the many variations in school grade

organization, enrollment per grade, rather than overall school
enrollment, is used. Table 13 shows this comparison, and the
percentage of teachers holding each certificate type in relation to
per-grade enrollment is shown in Table 14 on page 85.

Table 13
Distribution of Teacher Certificate Types
According to School Enrollment
Per-Grade
Enrollment
<100

Number of Teachers Certified as..
Elementary
Middle
Secondary

Total

31

2

37

70

101-150

222

27

207

456

151-200

198

11

347

556

201-250

211

24

244

479

251-300

110

7

113

230

301-350

19

1

17

37

351-400

27

25

52

401-

38

1

71

110

856

73

1,061

1,990

Total

85

Table 14
Percent of Teacher Certificate Types
According to School Enrollment

Per-Grade
Enrollment
<100

Percent of Teachers Certified a3..
Elementary
Middle
Secondary
N = 856
N = 73
N = 1.061

Percent
of Sample
H = 1.990

3. 6

2. 7

3.5

3.5

101-150

25. 9

37. 0

19.5

22.9

151-200

23.1

15.1

32.7

27.9

201-250

24. 6

32.9

23.0

24.1

251-300

12.9

9. 6

10. 7

11.6

301-350

2.2

1. 4

1.6

1.9

351-400

3.2

0.0

2.4

2.6

401-

4. 4

1. 4

6.7

5.5

The data shown in Tables 13 and 14 suggest greater
representation of all three certification types in smaller schools
than in larger schools. Nearly four of ten middle level-certified
teachers (39.7%) teach in schools with enrollment of 150 or less
students per grade, compared with 29.6% of elementary teachers and
23.0% of all secondary teachers.

Whereas 87.7% of the middle level-

certified teachers teach in schools of 250 students per grade or
less, the corresponding figures for elementary and secondary
teachers are 77.3% and 73.7%, respectively.

Conversely, larger

schools tend to have a greater proportion of secondary-certified
teachers: 10.6% of secondary-certified teachers in the

sample

are in

schools larger than 300 students per grade, compared with 9.8% of
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elementary teachers and only 2.7% of middle level-certified
teachers.
Thus, the data indicate that there are proportionally fever
elementary and middle level-certified teachers in larger schools.
Given the familiarity, purported adaptability, and acceptance by
elementary and middle level-certified teachers of effective
practices typifying middle schools, thi3 factor may help account for
differences, if reported, in the pace with which larger schools
accept or successfully develop middle level ideals.

Years as a Middle School
Data in Table D. 1 in Appendix D enumerate years of existence
for the schools surveyed, by state. Nearly all responding principals
indicated the length of time in years that their school, whatever
its name, had been in existence as a middle grades institution.
This response did not correlate nor did it interfere with the
principal's characterization (reported above) of how the school
actually operated.

The data in Table D.l indicate a wide span of

age-from zero to 25 years-that the surveyed middle level schools
have been in existence. While some were identified a3 "middle
schools" as long ago as 1965,

a number of schools (13%) were

reported to be in their first year of operation. Thirty-four schools
(44* of the sample) have been in existence for five years or less,
and 75* have been in existence for ten years or les3. Hassachusetts
middle schools were reported to be in existence the longest-an
average of 8.2 years.
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The researcher anticipated a po33ible correlation between the
length of time a school has existed a3 a middle level school, the
recency of its effort to adopt middle level ideal3, and the presence
on the faculty of teachers holding middle level certification.
Arrays of data in Tables D.9 and D.10 in Appendix D compare the
numbers and percentages of each of the types of certificates held by
teachers, according to the number of years their principal indicated
their school has been identified as a middle school.
As a parallel to the fact that 72. 1% of schools in the survey
have been in operation as a middle school for ten or le33 years,
data in Tables D.9 and D.10 indicate that 11.1% of teachers with
elementary certification and 72.7% of secondary-certified teachers
are found in schools which have operated a3 middle schools for ten
or less years. However, those with middle level certification are
found in greater proportion in schools which have been operating as
middle schools for many more years.

The data indicate that 37.0%

teach in schools that have been middle schools for sixteen or more
years.

Middle Level-Certified Teachers
A more detailed analysis of data regarding assignments of
middle level-certified teachers and their schools nay suggest
possible reasons for this statistic. The researcher suspects that
because middle level certification is more often sought as an
additional endorsement than as an initial field of major study, it
will more likely be obtained by teachers who have worked in junior
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high schools or middle schools for a number of years. Tables 15
through 17 isolate or contrast data pertaining to middle levelcertified teachers with data about all other teachers.
Teachers holding specific middle level certification were
reported in only 21 of the 74 schools furnishing these data. Table
15 indicates the grade assignment for these teachers, comparing-data
from each state.

Table 15
Distribution of Middle Level-Certified Teachers
by Grade Assignment and State
Number of Middle Level-Certified
Teachers Assigned at Each Grade Level
9
8
6
7
5
4
Connecticut

Total

5

6

8

7

—

26

Massachusetts

—

1

14

12

5

—

32

Rhode I3land

-

1

2

6

6

—

15

22

26

18

“o

73

35.6

24 . 7

Totals
Percent of
Sample (N=73)

0

0.0

9.6

30.1

. _
0. 0

Data in Table 15 indicate that the 73 middle level-certified
teachers enumerated in the sample were more often assigned in grades
six or seven in tlassachusetts schools, in upper grades of Rhode
Island schools, and distributed somewhat evenly across grades five
through eight in Connecticut. While most middle level-certified

89

teachers were assigned in grade seven, nearly two-third3 teach in
grades six or seven, and 90% teach in grades 6-8.
From the entire survey, responses indicated seven different
grade combinations reported for middle level schools. Table 16
indicates the grade assignment of middle level-certified teachers
according to the grade organization of their school. No middle level
certified teachers were reported among the faculties in the three
schools described as operating in a junior high or secondary format.

Table 16
Assignment of Middle Level-Certified Teachers
According to Grade Level and School Organization

School Grade
Organization

Number of Middle Level-Certified
Teachers at Each Grade Level
6
7
8
9
4
5

4 - 8

0

0

5-6

0

5

2

0

0

Totals

Percent
of
Sample
2.7

2
5

6.8

4

5.5

5 - 7

1

2

1

5-3

1

5

5

7

13

24.7

13

19

43
1

58.9
0.0

7-3

1

11
0

7-9

0

0

0

0

22

“26

13

0

73

30.1

35.6

24.7

0.0

6-8

Totals
Percent by
Grade Level

~

0

T
9.6

1.4

100.0

The data from Table 16 reveal that middle level-certified
teachers were most commonly employed in schools housing students in
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grades five through eight or six through eight, and within these
schools nearly three-fourths of these teachers were assigned in the
upper grades-seven or eight. Given the limited movement of teachers
from lower to upper grades that will be reported later, thi3 is
consistent with the researcher's belief that middle level
certification is more commonly sought by secondary teachers than by
elementary teachers. Another belief-that middle level-certified
teachers would more likely be assigned in grades

3ix

than in grade

eight-was not substantiated by the data, and none of the four
principals whose school organization includes grade nine reported
middle level-certified teachers among their faculties.
A comparison of data by 3tate reflects differences resulting
from variation in state regulations regarding teacher licensing.
Because the state of Connecticut does not offer a unique certificate
for middle level teaching, it can be concluded that those
Connecticut teachers reported by their principals to be so certified
must actually be K-8 (elementary) or 7-12 (secondary) teachers whose
major assignment i3 at the middle level.

Secondary teachers in

Connecticut may be assigned at grades lower than seventh if the
school's teaching assignments are organized by subject, i.e.
departmentally.
Among other data gathered was an indication of how long each
institution surveyed had been identified a3 a middle school. For
some, this response wa3 "zero,M either because they never were
middle schools, or because at the time of the survey they had not

completed their first full year of operation,

Table 17 3how3 this

data.

Table 17
Distribution of Middle Level-Certified Teachers
According to Years Operated a3 a Middle School
Years as a
Middle School

Number of Middle-Level
Certified Teachers

Percent
of Samnle

0\]
1
o

24

11

15.1

3- 5

8

5

6.8

6- 8

14

26

9-11

9

5

35.6
6.8

12-14

1

1.4

15-17

1
7

5

6.8

18-20

8

> 20

3

20
0

27.4
0.0

74*

73

99. 9f

Totals
*
t

Number of
Schools

five schools did not furnish certification data
less than 100% due to rounding

Data in Tfcble 17 indicate that approximately five of every
eight middle level-certified teachers work in middle schools that
have been operating as such for less than ten years.

If there i3

some connection between the presence of middle level-certified
teachers and a school'3 commitment to the middle school philosophy,
the data should indicate that most self-improvement in the survey
sample occurs in middle 3chool3 which have been in existence for
relatively few years.
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Effective Practices
From the literature reflecting characteristics of

3ucce33ful

middle level schools there emerge a number of effective practices
made possible by the organizational arrangement and infrastructural
accommodation offered students and teachers. All other factors beingequal, the presence of certain of these organizational features can
indicate the existence of a healthy climate or positive culture
within which an effective middle level program can develop.
The survey instrument listed six organizational features that
could be readily recognized by school principals as existing within
their school, but which may also correlate with the presence of
effective practices. They were purposely not titled "effective
practices" on the survey so as not to induce the recording of a
positive response by the principal if it were nonexistent.
Hereafter, the expression "effective practices" will be used
synonymously with the six "organizational features" listed on the
survey form.
More than noting just the presence of each practice,
principals indicated the extent to which each effective practice
could be observed in their school. This degree is reflected in the
code accompanying Tables 18-21 which follow.
Comparing the entire sample of 79 schools with just those 24
schools having middle level-certified teachers, the data indicate
that middle level-certified teachers were found in greater
proportion among the faculties of schools reporting involvement with
a number of effective practices. Tables 18-19 on page 9o-94
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illustrate the entire sample;

Tables 20 and 21 on pages 94-95

3how

data from only the schools with middle level-certified teachers.

Table 18
Frequency of All Schools Reporting
'‘Effective Practices"
(N = 79)

A

B

C

D

E

NR

Team Teaching

56

9

3

4

3

Interdisciplinary Teams

55

11

7

2

0

4
4

Flexible Grouping

38

10

16

8

2

5

Block Schedule

44

14

6

8

11
36

5
24

1
1

4
4

45

12

14

4

0

4

Advi3or-Ba3e Groups
Participatory DecisionMaking
CODE:
A B C D E NR-

the extent to which each feature can be observed in the school
has been part of the program for at least two years
became part of the program in the last year or two
is currently being considered or planned
not being considered; may be topic for future discussion
not important or regarded as a desired feature
no response
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Table 19
Percent of All Schools Reporting
"Effective Practices1*
(N = 79)

A

B

C

D

E

NT?

Team Teaching

70.9

11.4

3.8

5. 1

3.8

5.1

Interdisciplinary Teams

69. 6

13.9

8.9

2.5

0. 0

5.1

Flexible Grouping

48.1

12. 7

20.3

10.1

2.5

6. 3

Block Schedule

55. 7

17.7

13. 9

6.3

1.3

1.3

7.6

10.1

45.6

30. 4

1.3

5.1

57. 0

15. 2

17.7

5.1

0.0

5.1

Advi3or-Base Groups
Participatory Decision
Making

Table 20
Frequency of Schools with Middle Level-Certified Teachers
Reporting " Effectiv
(N = 24)

A

B

Team Teaching

19

3

1

1

0

Interdisciplinary Teams

19

2

3

0

0

8

6

7

2

1

13

5

5

0

1

2

2

14

6

0

18

3

3

0

0

Flexible Grouping
Block Schedule
Advisor-Ba3e
Participatory Decision-Making
CODE:
A B C D E -

the extent to which each feature
has been part of the program for at least two years
became part of the program in the last year or two
is currently being considered or planned
not being considered; may be topic for future discussion
not important or regarded as a desired feature
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Table 21
Percent of Schools With Kiddle Level-Certified Teachers
Reporting "Effective Practices"
(N = 24)

A

B

Team Teaching

79.2

12.5

Interdisciplinary Teams

79. 2

Flexible Grouping
Block Schedule
Advisor Base
Participatory Decision
Making
CODE:
A B C D E -

rw

D

E

4.2

4.2

0.0

8. 3

12. 5

0.0

0.0

33. 3

25.0

29. 2

8. 3

4. 2

54.2

20.8

20.8

0.0

4.2

8. 3

8. 3

58.3

25.0

0.0

75. 0

12.5

12. 5

0.0

0.0

the extent to which each feature can be observed in the school
ha3 been part of the program for at least two years
became part of the program in the last year or two
is currently being considered or planned
not being considered; may be topic for future discussion
not important or regarded as a desired feature
The data in Tables 18 through 21 indicate that team teaching,

interdisciplinary teaming, block scheduling, and participatory
decision-making have been occurring longer in schools where middle
level-certified teachers teach than in schools of the sample as a
whole. Flexible grouping was found or being considered in 87.5% of
the schools with middle level-certified teachers compared with 81. IX
of the sample as a whole. A greater percentage of schools with
middle level-certified teachers indicated that advisor-base grouping
was currently being considered or planned than did schools with no
middle-certified staff (58.3% compared to 45. 6X).
These data suggest that teachers holding middle level
certification more commonly work in schools which engage in
practices identified with middle level philosophy.

Not only is it
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likely that a school's openness to innovative middle level practices
would attract teachers familiar with such approaches or techniques,
but principals in these schools have indicated that their teachers
have been more likely to pursue self-improvement in middle level
activities because of their exposure to and experiences with these
effective practices. Principals also expressed high regard for'those
teachers who aggressively sought to improve their understanding of
middle level teaching techniques and interactive 3kill3. These
principals were more likely to be leading schools that feature many
effective practices.
Table 22 contrasts the percent of "effective practices" in use
among schools which have middle level-certified teachers on the
faculty with the percent of "effective practices" used in schools
with no middle level-certified teachers on the faculty.

Table 22
Percent of Schools Using
"Effective Practices"
Group
B

Group

Effective Practice

Group
A

Team Teaching

84.5

91.7

82.3

Interdisciplinary Teaming

86.2

87.5

83.5

Flexible Grouping

63.8

58.3

60.8

Block Scheduling

75.9

75.0

73.0

Advi3or-Base Groups

18.9

16.6

17.7

Participatory Decision-making

68.9

87.5

72.2

Group A
Group B
Group C

C.

tools without middle level-certified teachers (N
hools with middle level-certified teachers
(H
l schools

51)
24)
75)
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Regardless of the presence of middle level-certified teachers
on the staff, the data in Table 22 (previous page) indicate that
interdisciplinary teaming and team teaching were the mo3t commonly
utilized "effective practices" among schools surveyed.

Advi3or-base

grouping was the least commonly found "effective practice" in any of
the surveyed schools, but wa3 mo3t often mentioned a3 being under
consideration or being planned by the respondents.
Flexible grouping and block scheduling were effective
practices more frequently cited as being under consideration in
schools with middle level-certified teachers than in other reporting
schools. Participatory decision-making wa3 more often reported as
being under consideration in schools with no middle level-certified
teachers than it was in the other portion of the sample.
Some principals responding to this section of the survey gave
no indication that any of these effective practices were in
did they have plans to incorporate any of them.

U3e,

nor

Still other

principals reporting none of the effective practices in U3e did
indicate a likelihood that certain practices would be considered in
the future. Tables 23 and 24 on page 98 contrast data from
principals of these types of 3chool3, according to the distribution
of certification types among teachers.
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Table 23
Percent of Schools Reporting Wo “Effective Practices"
in U3e But Some Currently Being Considered or Planned
Group
A

Group
B

Group
C .

Team Teaching

3.4

4. 2

3.8'

Interdisciplinary Teaming

6.9

12.5

8.9

Flexible Grouping

19.0

29.2

20. 3

Block Scheduling

12.1

20.8

13.9

Advisor-Base Groups

43.1

58.3

45.6

Participatory Decision-making

20.7

12.5

17.7

Effective Practice

Group A
Group B
Group C

Schools without middle level-certified teachers (N * 51)
Schools with middle level-certified teachers
(N = 24)
All schools
(H = 75)

Table 24
Percent of Schools Reporting Wo "Effective Practices"
in Use and None Being Considered or Planned
Group
A

Group
B

Group
C .

Team Teaching

8.6

4.2

8.9

Interdisciplinary Teaming

3.4

0.0

2.5

Flexible Grouping

12.0

12.5

12.2

Block Scheduling

8.6

4.2

7.6

34.5

25.0

31.7

6.9

0.0

5.1

Effective Practice

Advi3or-Base Groups
Participatory Deci3ion-making
Group A
Group B
Group C

Schools without middle level-certified teachers (N - 51)
Schools with middle level-certified teachers
(N = 24)
All schools
(N * 75>
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According to Tables 23 and 24 (page 98), in schools without
middle level-certified teachers, the formation of advisor-base
groups was more often mentioned as an effective practice not under
consideration than was it in the other portion of schools reporting.
The data do not verify a causal relationship, but there i3 a
positive link between the presence of middle level-certified
teachers and a school's engagement with effective practices.
Data from principals who categorized their

3chool3

as

successfully implementing a middle school philosophy were contrasted
with data from principals who described their schools as “in
transition" or “more like junior high 3Chool3.“

Table 25 contrasts

these school characterizations.

Table 25
Characterization of Schools
With and Without Middle Level-Certified Teachers
GROUP B

I

GROUP A

Percent

Successful in Implementing
a Middle Level Program for
One or More Years

36

70.6

16

75.0

In Transition, Seeking to
Increase Commitment to Middle
School Philosophy

12

23.5

8

25.0

3

5.9

0

0.0

Characterization

More Like a Secondary or
Junior High School Than a
Middle School
Group A
Group B

Number Percent

Schools without middle level-certified teachers (N = 51)
Schools with middle level-certified teachers
(N = 24)
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For schools with middle level-certified teachers, the data in
Table 25 (previous page) clearly indicate that none were
characterized a3 operating like a secondary or junior high school,
and that proportionally more were successful in implementing a
middle level program than were schools with no middle levelcertified teachers.

Perceived Success as a Hiddle School
The researcher felt there might be 3ome correlation between
the number of successful years of operation and the number of years
existing a3 a middle school (successful or not). Based on data from
the principals surveyed, this comparison, 3hown in Table 26 (page
101),

wa3 me.de by contrasting the principal's indication of the

number of years his or her school has been a middle school with the
number of years ”... it has been successful in implementing and
sustaining a middle level education program..."

101

Table 26
Years in Existence as a Middle Level School
Compared With Success in Implementing
and Sustaining a Middle Level Education Program
Number of Schools
Characterized as
a Middle School

Mean No. Years
Identified as
Middle School

Mean No. Years
As Successful
Middle School

Connecticut

12

11. 9

9.1

Massachusetts

34

9.3

7.9

Rhode Island

3

9.7

8.7

Total Sample

49

io“T

sT?

According to data in Table 26, principals indicated that their
schools had been successful for most years of their existence. On
average, Connecticut middle schools were successful 76 percent of
their years; Massachusetts and Rhode Island, 85 and 90 percent.
The researcher believes that surveyed principals, all of whom
lead schools holding institutional membership in the New England
League of Middle Schools, hoped their schools would be identified
with the positive and innovative aspects of middle level education.
The likelihood is strong that principals would be inclined to
overstate their estimation of their school's "success.

Trends in Certification
The second portion of thi3 research addresses trends in
certification for middle level teachers, as reported in data
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obtained from Part3 II, III, and IV of the written survey, and from
questions 1 and 2 of the telephone interview.
If states uniformly required that teachers hold specific
middle level certification in order to teach in a middle
school there would likely be greater impetus for institutions
to offer

3uch

training at the undergraduate level and greater

demand for current teachers to secure middle level endorsement
or additional graduate training. Fewer than four percent of
teachers enumerated in the survey held middle level
certification.

The data also indicate that more than half

(53.6#) of the teachers held secondary certification, and
elementary certificates were held by 43,0% of the teachers.

Patterns of Teacher Assignment
In relation to preparedness and adaptability of elementary or
secondary-certified teachers for the flexibly-organized, multi-grade
and multidisciplinary organizations typical of middle schools, the
researcher sought to determine the degree to which teachers changed
assignment within middle level schools from one grade to another,
and the degree of flexibility felt by principals in initiating such
assignment changes among their staff.

A3 a preliminary, data

regarding current grade level assignment were collected.

Tables 24

through 26 show the distribution of all teachers enumerated in the
survey according to their current teaching assignment by grade
level, and the certificate they held. Table 27 (page 103) subdivides
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data according to state, and Table 28 subtotals by type of
certificate.
Table 27
Number of Teachers by State,
Certification, and Grade Level Assignment
Grade

6_7_8_9

4_5

Certification
CT
MA
RI

Elementary

99
241
40

93
95
3

64
50
0

0

0
6
1

11
9
2

8
12
6

7
5
6

0

22
18
0

119
290
70

143
312
65

9

0

0
3
0

10

293
623
145

11

170

442

696

652

19

1,990

11
—

-

0
•

CT
MA
RI

Secondary

-

Totals

274
516
66

18
119
23

-

CT
MA
RI

Biddle

Totals

-

0

-

0

-

26
32
15

Table 28
Number of Teachers by Certification
and Grade Level Assignment

4

5

6

7

8

_9

Totals

11

160

380

191

114

0

856

7

22

26

18

0

73

Middle

0

3

40

479

520

19

1,061

Secondary

0

170

442

696

652

"19

1,990

Totals

'll

Percent of Sample

0.6

8.5

22.2

35.0

32.8

1.0

Certificate
Elementary
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Table 29 shows percentages of each type of certificate held by
teachers within each grade level.

Table 29
Percent of Teachers by Grade Level
Assignment and Certification
Grade

4_5_6_7__3_9

Certification
Elementary

100. 0

94.1

86.0

27.5

17.4

0

Middle

0

4. 1

5. 0

3.7

2.8

0

Secondary

0

1. 8

9. 0

68. 8

79.8

100.0

Tables 27 through 29 reveal, a3 expected, that secondarycertified teachers predominate in grades seven and eight, however
the data reveal a much lower proportion of secondary-certified
teachers assigned below grade seven (4.1%) than elementary-certified
teachers assigned above grade six (35.6%). A3 ha3 been mentioned,
unless the school’s organization for instruction in grade six is
along departmental lines, secondary-certified teachers in
Connecticut are not permitted to teach below the seventh grade.
But these data al30 lend credence to reports from principals
that elementary trained teachers are better adapted to the mode aifli
organization of multidisciplinary instruction typically employed in
grades 7-8 of middle level 3chool3 than are secondary trained
teachers adapted to the smaller, often self-contained organizational
arrangements typical of grades below seventh. The data indicate that
in those circumstances when principals have an opportunity to
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choose, they prefer elementary-certitled teachers more than
secondary teachers for assignment in middle grades.

gjpparedness for Middle School Teaching
Aside from certification held by current staff, the researcher
hoped to find indications of changes in the preparedness of newer
faculty for middle level teaching, and reference to availability of
middle-level-certified teachers.
Seven principals responded during interviews to a followup
question about the need for specific undergraduate or graduate
training in middle level education.

Three were strongly in favor,

of whom two cited the importance of retraining veteran teachers to
maintain exemplary programs in existence, [C-17, R-3]

One principal

stressed hi3 agreement of the need for adequate additional training,
but only on condition that state funding adequately support costs
involved for providing teachers with planning time during their
retraining. [C-14]
By contrast, three other principals felt that specific middle
level training was not of significant importance.

One believed that

overlapping certificates in Connecticut (K-8 with 7-12) were a
distinct advantage for his school.[C-4]

Another principal agreed,

stating that by finding undergraduates in college interested in
middle level education, courses could be designed to meet their
needs. [M-48]

That same principal expressed curiosity as to why

anyone would want to pursue middle level certification because
"...in terms of flexibility of assignment, it can be a hindrance.'
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It was the opinion of this principal that possession of a middle
level certificate was a more restrictive attribute for a teacher
than holding either a secondary or elementary certificate, and for
his purposes, created a less opportune circumstance for the
administration of middle schools.
One other principal saw no need for separate certification,
saying that because there is no incentive for people to get
certified, it should not be a priority. He suggested that the state
put up “seed money" a3 an incentive for teachers if it were hoped
that they would pursue additional training just to become so
specifically categorized. [M-3]

In the researcher's view, this

principal's reaction typifies the identity dilemma of middle level
education: in the absence of specific or enforced middle level
training for educators, there is no incentive for individual pursuit
of alternate certification, nor for institutions to provide
undergraduate curriculum^ tailored to such ends. The sparse
opportunity for specialized training was apparent in further
examination of responses from the survey and interviews.
Principals' perceptions of the adaptability of secondary or
elementary trained teachers to middle level education will be
addressed in subsequent sections.
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Teacher Skills and Qualities Sought by Principals

Given the sparse number of middle level-certified teachers
employed in schools of the saaple, it would appear that middle
school principals seeking to fill new positions or contemplating
reassignment of staff members are most often confronted with
teachers

1*0

hold other certificate types,

A key aspect in gauging

a teacher's competence in this situation would seem to be his or her
recognition of varied developmental needs of emerging adolescent
learners, and adaptability to work cooperatively in various
organizational arrangements typically found in middle level schools.
The third portion of this research addresses specific skills
and qualities sought by principals when selecting elementary or
secondary-certified teachers for assignment in middle schools. Part
III of the survey, and telephone interview questions 2 and 3 provide
data for this section.

Without projecting an assumption that possession of a
certificate or license to teach in certain grades insures competence
as a professional or adaptability, during telephone interviews,
principals were asked to explain what influence, if any. the
certification held by a teacher had on their decision regarding
assignment of teachers. Eleven of twelve principals gave clear
responses to this survey question, interpreted as ranging from not
important to vitally influential. TOese responses are categorized as
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to preference, with quotations provided in most instances to better
reflect the intent or meaning of the principal.
For some principals, certification held by teachers was not
seen as a significant factor for assigning teachers, nor did a
teacher1 s possession of a particular certificate equate with skills
in adapting to middle grade assignments.
I don't make assignments often because certification
puts a constraint on what assignments I could possibly
make anyway. But on the rare occasion when I can, I have
to admit that I look for a teacher who seems to be
versatile at any grade level in the school. [R-3]
Although elementary teachers have been more successful
in my school, it really has to do more with the skills
of an individual teacher - not necessarily parallel with
his or her certification held. [M-48]
Not [influenced by] certification so much as the
attitude of teachers. I have found that I have a much
better shot at success with elementary-certified
teachers. [C-22]
¥e have a significant effect of seniority here; there
are few "assignments" made that I have 3ome choice about.
An elementary school closed in the community a few years
ago -before I was here-and five teachers were transferred
to the middle school from elementary. Since then, we
have run a middle school in name only, with grade six
like an appendage. [C-14]
Ve are a 3mall school so the assignments don't change
much within, but I wish there were teachers available
with better training in middle school concepts. Ve always
seem to be stuck with retreads from other levels. [«-10]
While not mentioning its influence, one principal's
description of certification as being a problem was expressed in
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terms of the absence of negative characterizations of secondary
trained teachers among her staff:
We have not had as much problem with certification as
had been expected because of the overlap of K-8 with 712. Few of our grade 7-8 teachers are really "high
school types. [04]
Follow-up questioning revealed that "high school types" were
teachers identifying themselves predominantly according to the
subject they taught, and those who perceived their responsibility as
teachers to be delineated by their department or content area.
By contrast, a number of principals clearly specified a
preference for elementary or K-8 certified teachers. The designation
"K-8" was often U3ed by Connecticut principals as a synonym for
elementary trained teachers. These quotes reflect such preferences:
Little or [no influence], but it depends on the
teacher1 s mindset. I have found elementary teachers have
an easier time in teaching at any grade level, because
they seem to be more student-centered, whereas secondary
teachers tend to be subject-centered. [M-l]
I look for K-8 teachers. [C-17]
I usually look for elementary teachers because I have
found them to be much more adaptable. [M-2]
ft pwpntarv teachers who have some content-area training
refbecause they are flexible. Te have three
®ewe? tLchfs who hold middle school certification.
Middle school and elementary teachers seem to be a
happier group. [M-27]
Given the rare chance. I definiteiy seek out K-8
certified teachers (rather than 7-12). [C-12]

It can be seen from these responses that in the absence of
specially trained middle level-certified teachers, there exists a
distinct preference among principals for elementary, rather than
secondary-certified teachers, not necessarily because they bring to
their positions an elementary model of teaching, but because of
their perceived adaptability to the unique demands of teaching
youngsters at the middle level.

Desired Qualities
Further inquiry intended to elicit principals' perceptions of
those specific qualities and skills appearing to enhance the
adaptatation of elementary or secondary-certified teachers to
middle-grade assignments. On this more than other questions,
principals' responses tended to be extemporaneous and lengthy.
In the first grouping of citations, principals generalize
about the skills and qualities they seek in teachers, without
reference to a preferred certification:
I need to gear up teachers to the middle school
concept. In this transitional level I think
adolescent characteristics are more important an
influence on how well we teach than child
characteristics are to elementary teaching. I need
to have teachers who feel comfortable around kids.
I would like to believe that we try hard to empower
teachers-whatever that means-and the teachers have
to understand how they can do their part in making
school decisions. Mo3t aren’t used to that. [M-lu]
I need teachers who are open-minded and willing to
try different things and to share their thoughts
with others. [M-27]

Ill

[I look for] teachers who put kids first; teachers
who are interested in the entire spectrum of a
kid’s program, including extracurricular type
things.
I am looking for "people persons" who are
flexible about teaching in multiple subject areas.
This is more important to our school that very
strong concentration in a specific subject area or
teacher candidates whose college grades were very
high. [H-2]
First off, [middle school teachers] have to like
kids at this age, and tolerate their short
attention spans. We don't even expect adults to
pay attention to something for 45 minutes at a
time, and we think middle school kid3 will stay on
track for that long a time. [R-3]
I am looking for a special brand of teachersomeone who is comfortable with other people and
willing to work together jointly-not always a loner
into his/her own subject of the curriculum. [C-14]
I want teachers willing to take a ri3k to try
something new. For example, to take a group of
kids and work with them to develop understandings.
They mu3t have a 3ense of humor and a degree of
comfort with young people. When interviewing I ask
if they expect a stipend to work with kids after
school, and some candidly say they do. [C-8]
Teachers at the middle school should be better
prepared as generalists-able to work in more than
one subject area. They will be more effective if
they can see beyond the limits of the curriculum
for^which they are responsible to other ways to
ueflSl* tlJ same objectives.
fnr the teachers we now have m grades 7-8. [n 3]

The second grouping of
principals who, when making

quotes reflect responses from
assignments, preferred teachers holding

certain certification:
Elementary teachers are usually better trained in
the nature of the student. [C-22]

112

Elementary teachers are already skilled at
individualising for instruction, arai are more
receptive to change. They are generally more
enthusiastic about, education, are less stifled by
the organisation, and are used to working closely
with colleagues. This does not seem to be as true
with secondary people, except regarding working
within a department. [h-1]
[Elementary-certiiied teachers] have a good
understanding of an integrated curriculum. They
easily see associated links between content areas,
and are more able to approach teaching in a
multidisciplinary sense.[C-8]
[K-8 teachers] are more flexible, are well-versed
in social and psychological development as well as
academic, and they are concerned with nurturing of
the child. Secondary teachers seem to be more
myopic.[Hiddle school teachers] have to understand
the growth of kids; they have to be able to work
with other teachers openly. [C-l?]
I look for people with K-8 certification first
because they have an understanding and ability to
teach reading skills, are more able to organise a
whole-curriculum approach with interdisciplinary
learning. [C-4]
Whenever I had the option to choose teacher
finalists, I found that elementary teachers fit
better, were more child-centered, had more concern
with teaching children that subjects, knew the
whole child and used the skills they bad to take a
caring approach with kids. They also tend to take
charge of more extracurricular activities. [H-48]
Thble 30 on page ii3 summarizes and categorizes responses made
to this series of questions by principals cited above and the others
interviewed.
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Tfcble 30
Positive Attributes for Teachers Preferred by Principals
(Within categoryt listed by decreasing frequency reported)
Training
Preparation as a generalist
Understanding of an integrated curriculum
fell-versed in social and psychological development
Understanding of saddle school philosophy
Understanding of ho* to make school decisions
Tolerance for short attention spans among students
Understanding of growth of ‘whole child'
Understanding of ‘nature of the student’
Technique
Recognition of associated links between content areas
Ability to approach teaching in a multidisciplinary sense
Skill at individualizing instruction;
Ability to organize a whole-curriculum approach
Ability to see beyond limits of curriculum
Recognition of alternate ways to accomplish an objective
Ability to teach reading skills
Student-Teacher Relationships
Ability to work with a student group to develop understandings
Preference for a caring approach with youngsters
Feeling of comfort around kids
Liking and enjoying contact with students
Professional Relationships
Openness to share thoughts with others
Ability to interact openly with colleagues
Comfort in working closely with other people
Ability to work jointly and cooperatively
Hot being a loner in his/her subject area
Attitude and Professionalism
Flexibility
Receptiveness to change
Preference for student— vs. subject—centered approaches
Tendency to put kids first
Concern for nurturing of the child
Open-mindedness to new ideas
fillingness to take a risk
Willingness to try something new
Interest in extracurricular activities of students
fillingness to work with students without stipend
Initiative to take charge of activities
Open enthusiasm
Sense of humor
Unstifled by the organization
Happy disposition
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Of note in Table 30 (previous page) are many references to the
importance of student-centered programs, flexibility, teacher
attitude, and openness to change.

It had been the researcher’s

expectation that most responses would reflect attributes pertaining
to subject-matter competence, flexibility with multidisciplinary
approaches, or curriculum-centered issues. In contrast, one
principal, when comparing the relative importance of middle level
teacher attributes, cited a strong concentration in a subject field
and high grades in college as an undergraduate as less important
than other factors. [C-2]

Trends in Grade-Level Assianaent

Hie fourth portion of this research addresses trends reported
in changes of grade-level assignment by Kiddle level teachers, as
reported in data obtained in Parts I of the survey, and fro*
telephone interview questions 2 and 3.
Fro* experiences of the researcher as a Kiddle level
principal, it was believed that data reported on teacher *obility
and the degree to which teachers changed fro* one grade level
assign*ent to another within a school would bear a relationship to
the success of a school in iaple*enting effective Kiddle level
practices. Specifically, it was felt that in the typically
innovative or experimental cli*ate of a successful >iddle level
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school, it would be More likely that elementary-certified teachers
light opt to teach in higher grades More commonly staffed by
secondary-certified teachers. It was also believed possible that to
a lesser extent, secoi^iary-certified teachers would opt for
assignment, in multidisciplinary or self-contained classrooM settings
at lower Middle school grade levels.

Extent of Assignment Changes
Data from the written survey provided information about the
extent of teacher mobility and changes in assignment to, from and
within middle schools during the three years

to the time of the

survey. This item was not seen as a priority in comparison with
questions regarding certification. So as to not suggest the need for
accurate and detailed research by principals that might discourage
any type of response on this item of the survey, approximations were
invited.

Principals were asked the approximate number of teachers

currently on the staff whose assignment changed in each of these
ways: from elementary into middle school, from lower to upper grades
within the school, from upper to lower within the school, and from
high school into the middle school.
Twenty-seven of the 77 principals responding to this question,
(35#) reported two or less assignment changes among their staff in
the past three years.

A closer look at the distribution of these

schools according to grade level organization is shown in Table 31
on page 116.
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Table 31
Number of Schools Reporting
Changes in Teacher Assignment
During Past Three Years

Orcranization

No
One-Two
Here Than
Chancres Chancres Two Chancres

Total
Samele

4 - 8

0

2

0

2

5 - 6

0

0

1

1

5 - 7

0

0

1

1

5 - 8

2

2

12

6 - 8

5

7

30

16
42*

7 - 8

4

3

7 - 9

1

1

4
?

u

11
4

♦two schools did not respond to this question.

It has been reported previously that the most common grade
configurations for middle level schools are 6-8 and 5-8.

Thble 31

reveals that 58 of the 77 schools (75.3$) responding were organized
in this manner.

Schools with grades 7-8 and 7-9 are most often

characterized as junior high or secondary schools. Fourteen of 77
schools (18. 2X) were organized in this manner.
By proportion, there were more grade 7-8 and 7-9 principals
reporting no changes occurring in teacher assignment than those
responsible for middle schools. The greater proportion of teacher
assignment changes reported among so-called "typical" middle schools
(grade 6-8 or grade 5-8) suggests the presence of a more
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innovative or experimental climate among successful middle level
schools.

For added detail. Table 32 contrasts the proportion of

schools reporting two or less teacher assignment changes.

Table 32
Percent of Schools Reporting
Two or Less Teacher Assignment
Changes in Past Three Years
Percent of Schools
of that Grade
Organization

Number of
Schools

Schools With
Two or Less
Ghanaes

4-8

2

2

100.0

5-6

1

0

0.0

5-7

1

0

0.0

5-8

16

4

25.0

6-8

42*

12

7-8

11

7

28. 6t
70.0

7-9

4

2

50.0

Grade
Organization

*two schools did not respond to this item
fpercent of those responding to this item

From Thble 32 it can be seen that fewer changes in teacher
assignment occurred during the past three years in schools that have
upper grade configurations typical of junior high or secondary
schools (7-8 or 7-9).
Further examination of data reported regarding teaching
assignment changes produces some interesting observations. An array
of data regarding such changes by teachers-into middle schools from
other schools, and between grades within middle schools-in terms of
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the percentage of schools in which these changes occurred, and the
lean number of teachers making such changes, are shown in Table 33.
Data is also highlighted to contrast state-by-state differences.

Thble 33
Changes in Teacher Assignment
by Grade Level and State
Percent of Schools
Reporting Assignment
Changes In Last 3 yr3
Tvoe of Chenae

CT

HA

RX

Kean Nuaber of
Teachers Ihose
Assignment Changed
CT

HA

RI

Elementary
to Kiddle

56.5

62.1

66.7

3.8

7.1

4.7

LO mid to
HI middle

43.4

36.5

16.7

2.5

2.4

1.0

HI mid to
LO middle

43.4

38.5

16.7

2.9

2.1

1.0

High School
to Middle

52.2

50.2

33.3

2.6

2.6

4.0

Data in Tfable 33 indicate that more than half of all schools
experienced changes in teacher grade assignment during the past
three years that involved movement from elementary to middle levels.
For schools in Ifassachusetts, the number of teachers involved was
very high. Wiereas movement from high school to middle level was
reported in half of the surveyed schools of Connecticut and
Ifassachusetts, fever teachers made this type of change than from
elementary to middle levels.
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In all states, there were fewer teacher assignment changes
within middle level schools than between schools in the middle and
elementary or high schools.

Proportion of Certification Types Among Teachers
A trend in relation to these data was reported by three of the
interviewed principals, citing in recent years a slight but gradual
shift toward proportionally more elementary than secondary teachers,
overall,

among their school faculties. While some elementary-

certified teachers were seen to have changed assignment into upper
grades, a corresponding shift of secondary-certified teachers to
lower grades occurred to a much lesser degree. Furthermore, more
secondary staff seemed to be leaving middle level schools than
elementary staff. As the overall number of teachers either declined
or remained constant in these years, 3uch shifts led to fewer
secondary teachers, by proportion, in the surveyed schools.
[C-22, H-i, R-3]
Interview questions were directed at matters related to
success of teachers in making such grade level changes, whether
voluntarily, as the result of assignment by administrators, or as
the result of staffing redistribution and seniority provisions.
From responses of the twelve principals interviewed, it was apparent
that grade level changes from elementary to middle and lower grades
to upper grades within the middle school were more successful on the
whole than high to middle level or upper middle to lower middle
grades.
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Concern was expressed that teachers moving to lower grade
levels would need to have a greater sensitivity for the needs of
younger preadolescents, as exemplified by these comments:
For those on the low end, empathy is important- teachers
who can help kids make a large transition from elementary
to middle grades. [M-2]
If I had any choice to make in assignment, I'd be real
careful about who it was. I wouldn't want somebody
insensitive or heavy-handed in the lower grades. [R-3]
I had three of them and they are the best. They are
kid-oriented-not subject oriented. They see the
importance of adapting how they teach to the ways of
children rather than the other way around. [C-S]
Over the years, teachers transferring from the
elementary school have had an easier time adjusting to
the middle school than secondary teachers, maybe because
they came from a concern for how kids learn and a
commitment to the whole child. They show an interest in
each child learning a wide range of skills. [H-iO]
Mostly I find that the elementary trained staff are used
to dealing with the whole child. They are supportive of
them and are interested in them. They like them as
well. [C-14)
Accommodating Teacher Assignment Changes
Considering the thrust of this research pertaining to
certification issues and matters of familiarity with subject matter,
it was of interest to learn that a focus on developmental learning
techniques was also an important factor reported.
In this school, for a successful eighth grade teacher to
go to grade six, he or she would need to be able to teach
a whole-language approach to reading and language arts.
[C-4]

12i

¥e also bad a lot of teachers transferred to us from the
high school-ten in all-and I can't imagine any of them
working very well with lower grade kids. They are very
focused on curriculum and subject matter in a
compartmentalized way. It is good to have strength in a
field, but you have to be able to teach with an
understanding of how subjects interrelate. [C-14]
Elementary teachers have more of a generalist mentality
and would be more adaptable to the lower grades of middle
school. [M-3]
[The teacher] was able to 3ee the whole picture of
different subjects blending together, rather than any one
subject taught in isolation. [M-48]

The following comments from one principal describe adaptations
made by a number of elementary-certif ied teachers in adjusting to a
change in assignment from other schools into the different grades of
a middle level school:
Eight people moved from elementary to middle over the
past three years, and all were very successful in the
transition. Two people changed to upper grades, one to
grade 7 reading and the other to eighth grade English.
Each was a strong teacher anyway, and was able to buy
into the whole concept of team teaching. They were also
able to interact more easily with parents, which i3 very
important in our school. [M-l]

Hot all principals 3aw elementary trained teachers a3 wholly
capable of comfortable transition to middle grade assignments,
however.

This principal recalled one teacher's difficult

experience:
She had to make adjustments for discipline - in a
climate that wa3 slightly different, she had more
different students to deal with, and she didn't know the
kids as well a3 before. [M-48]
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Another cited the change from the independence and selfreliance of a self-contained classroom to the dynamic interactive
mode of middle level organisation as a challenge, and stressed the
importance of transitional efforts linking elementary, middle and
high school faculties:
Elementary teachers in our city don't really understand
the middle school concept. We don't create enough
opportunities for communication between teachers in
grades 4 and 5, or between 8 and 9 for that matter. They
come here and are surprised to discover how much
interaction with other teachers is expected at the middle
school level, where they are more used to do everything
on their own in the grades. [H-10]
Principals reported that teachers moving from upper to lower
grades, or more commonly from high to middle levels of the school
district were more likely to make a successful transition if the
mode of instruction to which they were accustomed was the norm for
their new assignment:
Our transferred teachers from the high school are just
in grade eight, and came here involuntarily. We had very
few teachers change grades within the school. Generally,
they want to deal almost exclusively with content, but a
couple have been able to cope with a curriculum at middle
level that by comparison appears poorly-defined. It
isn’t laid out 30 strongly by subject areas here as it
was for them in the high school. [R-3]
Two teachers changed from high school to middle, but
have stayed within their subject fields.
I have a staff
now who all want to be here, which i3 good. [M-27]

As in the latter quote, acceptance of an assignment and
acceptance of change seem to be more prominent factors in cases
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involving secondary-trained teachers.

It my not be only the change

in school climate or specifics of a teaching assignment that
engenders success or difficulty for transferring teachers.

One

principal was hesitant to credit the adaptive skills of one of his
teachers as much as that teacher's personality or disposition:
One secondary-trained teacher on our staff has since
obtained middle level certification, but I wonder if it
makes a difference in how well he teaches-he my have had
the same personal traits with no unique training. [11-48]
Another principal made reference to the notion held by some
teachers that a change in assignment from high school to middle
levels is in some way undesirable, less prestigious, or regarded as
a demotion:
Not a skill so much a3 an attitude: a few thought that
being transferred to the middle school was a demotion. I
have had to work on subtly changing their attitudes in a
positive way. [E-3]
School district seniority procedures often result in unwilling
transfer of teachers between school divisions, and movement from a
high school to a middle level school is frequently an unintended
result of shrinking enrollments in the upper grades, caused by fewer
available teaching positions.

Some undesired consequences may occur

when teachers are involuntarily sent to middle schools, a3 indicated
by these comments from principals:
One teacher came down from the high school because of a
budget problem. I have an eighth grade team which i3
gradua 11 y becoming more flexible, but in so B&n/ wa/s we
have a military approach at that grade level. They are
ygfy j’igid/ and preoccupied with training kids to get
ready for the high school. [C-8]
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I have to gear my former high school teachers away from
subject-centered approaches. They assume they must
concentrate on subjects before they think of how kids
learn. Secondary teachers are too lecture-prone, and they
don' t have a lot of experience with hands-on activities.
We have many interdisciplinary events like cultural
fairs, and some teachers can't see how the subject they
teach can fit in to the themes planned. I find they're
tense about covering content; when they learn to loosen
up they would accomplish more. [M-iQ]
For the involuntary transferrees, it is the personal
dimension with kids that they seem to lack. [C-22]
Some have never considered how kids learn to think.
They tend to assume that everyone in a class or at a
level should be able to do whatever work is providedbecause some kids can do it, everybody ought to be able
to do it. They also see school as a place where things
get done sort of mechanically-tasks and work
accomplished. School is not seen as an integrated
experience. [C-14]

Assignments by Principals
The first two questions of the telephone interview related to
principals’ preferences influencing their assignment of teachers to
specific grade level assignment in middle schools.

It must be noted

that with the exception of one principal charged with recruiting
faculty for a new school, no principals reported having free rein in
assigning teachers to specific grade levels.

Most were restricted

by three factors! a scarcity of new teaching positions, limitations
of state regulations about such assignments, and contractual
stipulations regarding seniority among staff.

Experiences reported

by principals most often reflected opportunities created when shifts
or interchanges of assignment voluntarily occurred among teachers,
or when systemwide staffing patterns changed caused movement of
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teachers to or from other schools. While surveyed schools reported a
gradual decline in student enrollment and a gradual reduction in the
number of overall teaching positions, there were no reports of sharp
fluctuations in the number of teachers from year to year.
Given an opportunity to hire new teachers or realign teaching
staff across the grades, most principals preferred the skills and
attributes common to elementary-trained teachers because they were
"flexible," regarded as well-versed in psychological and social, as
well as academic development, and seen as "nurturing of the whole
child."

Another preferred elementary teachers who had some content-

area training because they would then have a good understanding of
an integrated curriculum, could see associated links between content
areas, and would be better able to approach teaching in a
multidisciplinary sense.

Skills Aiding Teachers In Adapting to a Kiddle Level Assignment

The fifth major question addressed in this research pertains

to skills, abilities or personal attributes reported by principals
to have aided teachers in successfully adapting to a change in
grade-level assignment.

Data obtained in telephone interview

questions 4 and 5 provide answers to this question.
Secondary, rather than elementary teachers were perceived to
be more likely to initiate self-improvement by securing subsequent
middle level endorsement. Reasons cited by four of the twelve
interviewees were expressions by secondary teachers of discomfort or
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insecurity in conducting learning experiences that required variance
from a teacher-centered or lecture format in instructional groups
with a wide range of student ability.

One principal quoted a

teacher on her staff as feeling ill-prepared to lead student groupinquiry lessons, or to organize multidisciplinary lessons.

That

same teacher was cited as pursuing a broader “more elementary"
background because he wished to participate on equal basis with
members of his teaching team.
Five principals noted that secondary-certified teachers tended
to benefit more from organized on-site middle school

3taff

development experiences than did elementary-certified teachers.
Among reasons for this wa3 the perception that elementary teachers
seemed far more versatile in adapting to and initiating middle level
techniques or organizational ventures on teacher teams.
For added dimension in responding to these questions, four
principals voluntarily described the process used in their schools
for planning middle school staff development activities.

In these

schools it was an expectation that teachers play a major role in the
selection of topics and the actual implementation of the entire
annual program.

These principals reported that secondary-certified

teachers on the staff were more insistent that topics viewed a3
areas of concern and least comfortable to them, such as
heterogeneous grouping or multidisciplinary instruction, be
addressed as staff development topics. One principal perceived
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elementary teachers as already skilled at individualising for
instruction, more receptive to change, more enthusiastic about
education, less stifled by the organisation, and used to working
closely with colleagues.

Collegiality among secondary-trained

teachers was offered as a positive comment by only one principal,
in relation to the harmonious work of members of a subject-area
department.
Two principals observed their secondary teachers to be more
likely than elementary teachers to 3eek endorsements or graduate
work leading to middle level certification.

One noted that middle

and elementary-trained teachers seemed to be a happier group a3
well.

Five principals portrayed their secondary-certified teachers

as les3 familiar than elementary-trained teachers with pedagogical
practices appropriate for the education of emerging adolescents.

Staff Development Experiences
Principals were more aware of in-service opportunities for
practicing middle school teachers than they were of undergraduate
training sites. School-based training, 3uch a3 those facilitated by
the New England League of Middle Schools, were mentioned by three of
five principals providing data on this topic.

All were positive

comments, such as the following from a Rhode Island principal:
I try to get a different group to attend the annual
New England League of Middle Schools Conference because
they get excited about middle schools, and they always
come back with their eyes opened about what's going on in
the world. Sometimes they get very inspired about new
approaches they can try to implement here. In the past,
if the right balance of skeptical teachers and
"believers" attended together, it has worked pretty well
for us. [R-3].
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Another principal described his school district's expenditure
of $400 annually per teacher for inservice training., and stressed
that most middle level teachers used these funds to attend the NELMS
conference. [C-17]

A third cited "...success with individuals

assigned from NELMS, such as Barbara Dane., who provided excellent
training in heterogeneous grouping for language arts."[M-48]
In any organisation it might be expected that a supportive
nucleus of experienced staff would contribute by supporting and
orienting newcomers or those reassigned from without. One principal
reported this to be the case among middle level teachers in his
school., which was characterized as operating successfully:
The other teachers are almost as influential as I
am in training elementary or high school teachers
who are transferred to this school. [C-8]
Teaming and Collaborative Experiences
Teachers who in previous assignments had the opportunity to
participate in collaborative decision-making enterprises, such as
team teaching or problem-solving task forces were seen to be more
adaptable to changes in grade level of assignment within middle
grades. However, this was not perceived to be a benefit in
situations where the team from which the teacher came was a
departmentalized or subject-based collaboration.

Experiences on a

departmental team were reported to bear little relationship to the
successful interaction expected in interdisciplinary team settings
of the middle school.Teachers who in previous assignments had the
opportunity to participate in collaborative decision-making
enterprises, such as team teaching or problem-solving task forces
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were seen to be more adaptable to changes in grade level of
assignment within middle grades. However, this was not perceived to
be a benefit in situations where the team from which the teacher
came was a departmentalised or subject-based collaboration.
Experiences on a departmental team were reported to bear little
relationship to the successful interaction expected in
interdisciplinary team settings of the middle school.
One principal lamented that the mere coalescence of a group of
eighth grade junior high school teachers, regrouped to form a fiveperson middle school multidisciplinary team (one each math, science,
social studies and English, and a reading teacher )-was no assurance
that interdisciplinary teaching would occur.

Acting as emissaries

from their subject fields, the teachers seldom shared curriculum or
sought thematic conceptual linkages that would be advantageous to
student understanding, and even more rigid stratification by ability
grouping resulted. Other comments from this principal underscore
this concern:
We have had five academic levels on each teem [five
classes to a team] grouped the 3ame way for all five
major 3ubject3.. Although we said kid3 could be switched
to another level, it seldom happened because somebody
else would have to switch in exchange.. .most of the
teachers here don’t buy into eliminating tracking. Most
of my staff has been here 3ince the school opened 16
year3 ago. We are making some changes in the four years
3ince I've been here: the fifth and 3ixth grade teams now
have changed to three academic levels instead of five.
[M-3]
Considering the pervasiveness of ability grouping at all
grades in thi3 school, even after their reorganization a few years
ago,

it might appear that the only advantage lay in the assignment
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of fewer students per teacher to the team as a whole. But by forming
five-person, five student-group teams, it is likely that the
personalization between teachers and students preferred in middle
level schools has been compromised.The researcher's belief that
successful adaptation to a middle grade teaching assignment
necessitates nurturance by the school's overall commitment to middle
level ideals was reinforced by perceptions of principals surveyed.

Knowledge of Developmental Growth
Principals unanimously agreed that teachers who possessed an
understanding of psychological forces influencing adolescent growth
and development were more likely to adapt successfully to changes in
teaching assignment within middle grades, or changes from other
levels to the middle school. Horeover, this knowledge was seen to be
of fundamental importance whether or not changes in assignment were
involved.

From interviews about the importance of undergraduate or

graduate training in middle level education, and the focus of such
training there was much agreement by principals.
The concentration of any training for middle school
teachers should be the physiological needs of kids.
[C-17]
To get the [endorsement] I think they need to take two
courses. I think they should focus on how preadolescent
kid3 learn and on how be3t to teach them. [R~3]
If

3uch

training were available, it would be vitally
important for teachers to focu3 more on how students

learn, [h-3]
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Changes in Role Expectation for Kiddle Level Teachers

*

•

The sixth and last portion of this research addressed changes
that may have occurred in role expectation for teachers at upper
grade levels in middle schools.

All of this data was obtained from

telephone interview questions 1 through 5.

A number of areas of

concern emerged from the data.

Subject-hatter Assignment
An expectation that seventh and eighth grade teachers teach
"outside their field of training" wa3 frequently mentioned as a
point of conflict in the middle level schools surveyed.

One

principal expressed it this way:
Teachers need to have an understanding of a few
different subject areas rather than being too content¬
conscious [K-3]
In interviews and in extraneous notations on written surveys
explaining how certification and assignment tabulations were
derived, principals described a common viewpoint among subjectcertified teachers that multidisciplinary instruction was difficult,
unacceptable, or at the least, uncomfortable.

In one school, this

middle level role expectation had become a matter central to
negotiations and grievance resolution regarding teacher assignment.
The comment on page 132 from a Connecticut principal showed
concern for divergent thinking regarding certification issues
related to teacher assignment:

132

Even though we have been encouraged to create aany fine
middle schools in this state, the state see»s to be
moving away from the middle school concept, because they
are structuring certification to be based once again on
strong core subject mastery across grades 7-i2. This will
pose a real challenge for us to find and assign teachers
who are also concerned with issues related to student
growth and development. [C-8]

Multidimensional Assessment of Student Growth
A second shift in role expectation for teachers in upper
middle level grades pertains to the importance of recognizing and
assessing, in formal and informal ways, the overall growth and
development of students in more than just the academic dimension:
social, psychological and physical aspects of growth.

Because the

predominant organizational mode of junior high schools results in a
clustering students in class groupings by ability, exposing teachers
to students in relatively short segments of time during each day.
the preoccupation with academic growth typical of secondary schools
is understandable.

Middle level educators and principals report a

need to expand their adult-student lingages to accommodate varied
rates of growth, rates and modes of learning, and underlying
psychosocial influences which preoccupy students of this age.
Principals stressed that a whole different range of

expectations fell on eighth grade teachers when these concerns are
addressed:
Later in the school year, our eighth graders tend to
become much more interested in the world outside the
school They think about what people do for a living and
verbalize about their parents' jobs or careers. Teachers
are sometimes boldly challenged to defend the importance
of what is being taught as far as its usefulness for the
future. [C-17]
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Our teachers need to care about how a kid gets along
with others in his class, not just because there will be
peace and quiet, but because ignoring his social need
to be accepted will stand in the way of his ever
learning the material, [h-48]
Our students grow at wildly different rates. Even
though we try to accommodate their 'growth spurts' we
have" to be careful that we don't predetermine their
maturity on physical factors alone. We have kids who are
ten going on 20, and the opposite in the same classes
We make it our business to get to know the kids better
than before, when all we seemed to care about were grades
doing homework. [M-3]
We have to make it our busine33 to care about what goe3
on in the live3 of our 3tudent3 outside the class, in
their home3 and in town a3 well. They will be better
student3 if they believe we care. [fi-iQ]
Review of other survey data indicate that principals'
sensitivity to varied dimensions of pupil growth was, unfortunately,
seldom reported as present among teachers.
Mvi3orv Relationships with Students
A no re commonly utilized organizational format in which adult3
better know and understand youngsters was reported in the
establishment of advisor-advisee arrangements to facilitate daily
contact between students and faculty in middle level schools.

In

such settings, teachers 3erve a limited counseling function, by
being available in a small group to spend time discussing issues or
matters of concern to preadolescent and adolescent students.

As in

the circumstance regarding knowledge of developmental growth, the
role of teachers has been expanded to that of a mentor, discussion
facilitator, confidant, or personal advisor, and deserves
professional commitment from teachers involved to ensure its
success.
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Among the twelve principals interviewed., only two spoke of a
current teacher-advisor program in their schools, but one respondent
illustrated the uphill struggle faced when plans are being
formulated to develop such programs:
The survey indicates that we don't have a formal MT/AM
setup but it is being planned. But I tell my teachers
that if they are willing to work with kids at other times
besides assigned classes on the five period schedule, I
will cover their other duties somehow. I get some flak
from the superintendent and high school teachers who
think our teachers are getting two or three preps
[free periods for preparation] a day, but I say they
aren't because they spend even more time with kids in a
productive format. [C-8]
In some schools, role expectations change for all adults, not just
teachers:
We have a program in which an adult makes contact with a
few students two or three times a week. The secretaries,
assistant principals also get involved, not ju3t the
teachers. [H-3]
We have 3et up a flexible block schedule with an
advisor-advisee program; the positions of department
chairpersons were wiped out entirely. [C-14]
Collaborative Deci3ion-hakinq
The reorganization of personnel and instructional formats
/

occurring when adopting a middle school model often results in
options for faculty to Bake decisions on such variables as student
grouping for instruction, use of minutes within large blocks of
time, space utilization, or shared responsibility for accomplishing
curriculum objectives.

For experienced teachers in newly-converted

middle schools, and for those moving into middle grades from
elementary or high school levels, these deci3ion-making
responsibilities represent a distinctly different role expectation.
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In reacting to prospects of multi-grade instructional
groupings., some principals revealed a sensitivity among teachers for
making decisions in matters for which they had not before been
responsible:
The thought of tackling another major reorganizations!
approach right away i3 hard to cope with. I gue33 I
don't 3ee this 3taff trying anything of that sort in the
near future. Getting into heterogeneous grouping was an
exhausting 3tep for most of the teachers, and they need
to have more time for more of them to recognize the
successful benefits of it. [R-3]
While some principals

3aw

the potential of 3uch opportunities,

another principal's description of teacher initiative and decision¬
making

3eemed

to be bound by restraints of contracts or the

organizational fetters more typical of a secondary approach.

All our teams in grades 5-8 have five teachers each, one
person on each team being responsible for a core subject
of our curriculum. Some work more a3 true teams, while
some are more individualistic in the way they work -not
so much a3 a group but as five individuals each doing
their job.[H-3]
I would prefer that our middle school had only grades 5
through 7 because the 8th grade i3 very subject centered
anyvay 30 close to high school. [H-3]
We havp an eight-period schedule, mostly because the
teachers' contract calls for one prep per day and two
others a week for team planning. We take fifth graders
to lunch while the sixth grade is outside or in
IDA's[teacher directed activities] then we flip-flop.
Then the same thing for grades 7-8. [h-o]

Collegial Interaction
Related to the above changes in role expectation is one other
dimension revealed in interview responses. Close interaction anong
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faculty created by proximity in team teaching organizations makes it
particularly important that adults work together cooperatively., and
in a collegially supportive fashion.
One principal's response reflects this perspective fairly
clearly:
Teachers have to learn teamwork to work together as a
team. They can't be isolated individuals when it comes
to planning activities and discussing need3 of kid3. And
when someone ha3 a problem with a parent, for example, it
really helps when the others act supportively to give
their insight. Disagreements about lots of decisions can
only be solved if the team members maintain a
professional commitment to negotiating and resolving
problems. [C-8J

Conclusions based on interpretation of these data will be
presented in Chapter 5.

137

CHAPTER 5
CONCLUSIONS AND RECOMMENDATIONS

Introduction
Recalling an evolutionary change toward greater numbers of
elementary-certif ied teachers among the faculty of the middle school
he administered, the researcher chose to investigate six factors
related to the assignment of teachers in middle grades: distribution
of certification types, trends in certification, qualities sought by
principals when assigning elementary or secondary-certified
teachers, trends in grade-level assignment changes, attributes
enhancing adaptation to these changes, and changes in role
expectation for upper grade-level teachers.
It was correctly assumed that supply and demand for qualified
teachers greatly influences staffing patterns at all levels, and
seemingly diverse factors of student enrollment and teacher
training, coupled with the adaptability of teachers to shifts in
assignment, were seen to be of critical importance to the vitality
of middle level education.
¥ith the emergence of a middle school philosophy, it was felt
that a need would exist for mobility in teacher assignment, but this
desired flexibility would likely be limited by the scarcity of
appropriately trained and certified middle level teachers among the
faculty of middle schools.
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Major Findings from the Data

Demographics
Principals of 194 public middle schools in Connecticut,
Massachusetts, and Rhode Island holding comprehensive institutional
membership in the New England League of Middle Schools received a
letter of introduction and the survey instrument. Response to the
survey was 40.7 percent.
Twelve of the 79 principals returning surveys also
participated in telephone interviews. One of numerous factors in
selecting interviewees was their experience: the median
administrative experience was ten years, and the mean length of time
in their current position was five years.
The qualitative study was limited to the principal's
perception of desired attributes of middle level teachers, and did
not presume to validate the significance of those perceptions in
terms of teacher performance, instructional effectiveness, or
improved outcomes for middle level school programs.
Principals provided much factual information about the size,
organization and operational characteristics of the middle level
schools surveyed.
Of seven variations in middle level grade organization, the
most common groupings were grades 6-8, 5-8 and grades 7-8. These
three organizational formats were found and reported in nine of ten
schools responding to the survey.

Hearly all surveyed schools

included students in grades 7 and 8, while more than three-fourth3
housed sixth graders and about one-fourth housed fifth graders.
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¥hile 64. 6# of the schools vere describe! to be operating as
middle schools" for a number of years, 31. 6# were described to be
in transition," seeking to increase their commitment to a
philosophy appropriate for the education of emerging adolescent
learners, and only 3. 8# of the surveyed schools operated like
secondary or junior high schools.

There was a two-to-one

predominance of schools characterized as already operating as
“middle schools".
Principals who described their schools to be operating as
"middle schools" perceived their schools to be successful for most
of their time in existence: Connecticut middle schools for 76
percent of their years; Massachusetts, 85 percent, and Rhode Island,
90 percent.
Rhode Island and Connecticut schools were reported as more
secondary in character than comparable schools in Massachusetts.
Only five schools (6.3#) of the 79 schools responding indicated that
they operated much like a junior high or secondary school, and none
of these schools housed students in grades below seventh.
Principals reported a wide variance in the length of time
their schools had been in operation as middle level institutions.
Of those described to be middle schools, 13# were in their first
year of operation,

44# had been in existence for five or less

years, and 75# have been in existence for ten or years or less. The
mean length of time they had been

30

doing was 7.7 years, but the

range was from one to 21 years. On average, Massachusetts middle
schools have been in existence the longest, averaging 8.2 years.
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Tabulating enrollment by grade level, many middle schools were
large organisations.

The mean student enrollment per grade among

surveyed schools in Connecticut was 181.9, in Massachusetts 179.3,
and in Rhode Island, 250.3.

For the entire sample, the mean

enrollment per grade was 183.6 students. Therefore, the average
enrollment of a typical school with three grades exceeded 500
students.
Based on a review of the literature, it had been expected that
if middle schools purportedly organize to serve emerging
adolescents,

who typically range in age from 10 to 14, common grade

groupings would tend to span both grades six and seven. This was
confirmed by the data. More than three-fourths of middle schools
surveyed included grades 5-8 or 6-8.
Based on the researcher's experience, it had been expected
that schools with grades 7-8 and 7-9 (which represented 18.2# of the
sample) would be more likely that schools with other grade
organizations to operate a3 junior high or secondary schools. Thi3
wa3 confirmed by the data through the characterizations provided by
the principals.
Because of their schools' membership in the New England League
of Middle Schools, the researcher had expected most principals to
portray their schools as operating like middle schools. This was
confirmed by the data.

Regardless of the name over the door,

principals most often described their schools to be operating as
true middle schools. Seven of ten schools with the words "junior
high" in their name were described as either in transition toward
the middle school concept or already operating as middle schools.
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Middle school theory favors smaller enrollments and overall
size for middle schools, and because they each house four grades, it
bad been expected that grade 5-8 schools would be smaller in pergrade enrollment than schools organized in other ways. This was
confirmed by the data.
Conversely, it was anticipated that schools with older grade
distributions would have larger enrollments. The data reflected thi3
to be the case, with grade 7-8 schools being the largest.
Two findings had been anticipated or expected, but were not or
could not be confirmed by the data. It had been expected that most
schools characterized as "in transition to increase their commitment
to the middle school philosophy" would be schools recently or
currently operating as secondary or junior high schools, and that
because of this they would be organized with older grades, such as
6-8 or 7-8.

However, the data show that one-third of the schools

"in transition” had fifth graders in their midst.
It had been assumed that principals of schools already
operating a middle school would be better able to articulate means
for school improvement than would principals of schools "in
transition to increase their commitment to the middle school
philosophy." From interviews and analysis of survey data, this was
not the case. In fact, transition school principals were seen as
more expressive and visionary in their description of middle school
philosophy than other principals. Perhaps one explanation might be
the enthusiasm generated by current study of the literature by
principals of transition schools in their effort to achieve middle
school status.
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A finding which had not been anticipated related to the
experience of the principal and the number of staffing assignment
changes reported in that school.

As measured by staffing assignment

shifts, survey data and interviews indicate that middle level
schools in which the principal had a briefer tenure t.han the staff
were more likely to have experienced substantial change or attempts
at self-improvement, than were those schools in which the same
principal has been in charge for many years.
One implication regarding the experience of principals and the
operational characteristics of schools surveyed arising from data
but not confirmed is that never principals are more influential
change agents than principals vith many years1 experience.

Staffing
Principals provided the following factual information about
teacher certification and patterns of teacher assignments.
Seven different combinations of grades were reported among
middle level schools in the survey. No middle level-certified
teachers were reported among the faculties in the three schools
described as operating in a junior high or secondary format. None of
the four principals whose school organization included grade nine
reported any middle level-certified teachers on their staff.
More than half of the teachers (53.6%) in the surveyed schools
held secondary certification, and 43. OX held elementary teaching
certificates. Larger schools tended to have a greater proportion of
secondary-certified teachers.
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Approximately five of every eight middle level-certified
teachers work in middle schools that have been operating as such for
less than ten years.
The 73 middle level-certified teachers in the survey sample
most often were assigned in grades six or seven in Massachusetts
schools, in the upper grades of Rhode Island schools, and assigned
somewhat evenly across grades five through eight in Connecticut
schools. In the overall sample, most middle level-certified teachers
were assigned in grade seven; nearly two-thirds taught in grades six
or seven; and 90% teach in grades 6-8.
Massachusetts schools reported more changes in teacher
assignment during the past two years than did others schools. In
Connecticut and Massachusetts, changes in teacher assignment from
high school to middle level were reported to have occurred in half
of the surveyed schools. However, fewer teachers in these schools
made a change from high to middle than did teachers changing from
lower to upper grade levels.
More than 72% of the middle schools surveyed had been in
existence for ten or less years.

In these schools were located 71%

of teachers with elementary certification and nearly 73% of
secondary-certified teachers.
From the researcher's administrative experience, it had been
expected that a majority of the elementary-certified teachers among
the sample population would be found in so-called "middle schools,"
while the majority of secondary-certified teachers would be
proportionally more prevalent in "secondary" or "junior high
schools."

The data confirm that secondary-certified teachers far
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outnumbered middle or elementary-certitled teachers in junior high
schools.

Furthermore, according to grade level of assignment, the

data confirm an assumption that secondary-certified teachers vould
predominate in grades 7-8.
From the researcher's experience, it was expected that fewer
secondary-certified teachers would be found in assignments below
seventh grade than would elementary-certified teachers be found in
assignments above grade six. The data confirmed this to be the case.
From a review of the literature, it was assumed that the
number of middle level-certified teachers would be scant in
comparison to teachers holding elementary or secondary certificates.
The data clearly indicate that middle level-certified teachers are
indeed scarce. Of 1,990 teachers enumerated in the survey schools,
only 73 teachers (3.7#) held middle level certification.
It had been thought that on balance, a greater proportion of
those teachers with middle level certification would be employed in
schools which have been "operating as middle schools" for a long
period of time. The findings indicate that 37# of the middle
certified teachers enumerated teach in schools that have been middle
schools for sixteen or more years.
From the researcher's experience, it was expected that the
survey would indicate most middle level-certified teachers would be
employed in so-called "typical" grade 5-8 or 6-8 middle schools.
This was confirmed by the data.
The researcher's expectation that middle level certification
is more commonly sought by secondary teachers than by elementary
teachers was supported out by survey and interview data .
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One perception of principals was that elementary-certif ied
teachers would be more likely to request a change their assignment
or be involuntarily changed to a higher grade level within the
middle school than it was for secondary-certified teachers to change
their assignment to a lower grade level. Data regarding assignment
changes support this perception.
The data clearly support an assumption by the researcher that,
when given the chance to make such an assignment, principals prefer
elementary-certified teachers over secondary-certified teachers for
assignment in middle grades.
One reported trend of particular interest is a gradual shift
toward a greater proportion of elementary than secondary teachers
among middle level school faculty. It was the observation of this
phenomenon in the researcher’s experience that led to a focus on
this topic for study. It was stated previously that while the data
indicate numerous instances of elementary-certif ied teachers
changing assignment into upper grades, there was no comparable shift
of secondary-certified teachers to lower grades. More secondary
staff than elementary staff seemed to be leaving middle level
schools, Arid as the total number of teachers declined or remained
constant over the years, fewer secondary teachers were left.
It was expected that by proportion, schools having middle
level-certified teachers on the facility would report greater success
in implementing a middle level program than would schools having no
middle level-certified teachers.
case.

The data suggest this to be the
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In contrast to the those above, the following expected
findings were not confirmed by the data.
Because he believed it to be an advantage to have some
teachers on a middle grades faculty who might be experienced or who
might have a commitment to middle grades, the researcher anticipated
that any middle level-certified teachers enumerated in this survey
would more likely be found in newer, smaller, more diverse grade and
class setting assignments in the surveyed schools.
confirm this to be the case.

The data did not

Although 45 of the 73 middle level-

certified teachers in the sample did teach in "middle schools," a
greater proportion teach in schools characterized as "in
transition." Findings did not confirm an assumption that few
secondary-certified teachers would be found in "schools in
transition."
From the researcher's experience, it had been expected that in
middle schools without grades 6 or 5, a departmentalized format
would more likely exist, and that fewer changes in teacher
assignment would occur because of subject-matter specialization.
Research findings indicate more teacher changes taking place in
schools with these grade configurations.
It had been anticipated that middle schools in existence for
many years would show fluidity in teacher assignment. The findings
do not indicate a correlation between the length of time a principal
described his or her school as being successful in implementing and
sustaining a middle level program, and the degree to which that
school's teachers have undergone a change in teaching assignment
within that school.
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From the researcher's experience, the degree to which teachers
change assignment from year to year reflects positively on a
schools's flexibility and versatility in clustering adults with
children in beneficial configurations, whether multigrade, multiage,
or multidisciplinary in nature.
A number of findings were unexpected. Hie interview data
indicate that principals have far less control of staffing
assignments in schools than would be optimally desired by them or by
a school administration. Reasons reported for teacher assignment
change were either involuntary transfer related to contractual
staffing or seniority provisions, or voluntary requests made by
teachers themselves.

The most frequent reference to involuntary

transfer resulted in assignment of high school teachers (secondarycertified) to upper middle levels (typically grades 8 or 7).
Principals perceived generally negative outcomes from such
involuntary transfers.

Besides the factor of morale, secondary-

certified teachers were perceived by principals as unenthusiastic
about engaging in interdependent relationships with colleagues, and
in personalizing their instructional approach to the developmental
needs of students. One principal verified that for some teachers, an
involuntary change in assignment from high school to middle levels
*as regarded as undesirable, less prestigious, or a demotion.
No principals reported having free rein in the assignment of
teachers to specific grade levels, and most perceived a restriction
in the formation of desired organizational arrangements because of a
scarcity in new teaching positions, limitations of state regulations
about such assignments, and contractual stipulations regarding
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seniority among staff.

A few opportunities for principal-directed

assignment occurred when teachers requested a change in position, or
when a systemwide staffing changes caused relocation of teachers
between schools, but this was only rarely cited by principals.
The findings from data and the perception of principals
indicate that staffing shifts are far more influenced by seniority
provisions than by transfer requests or administrative reassignment.
More than half of all surveyed schools experienced changes in
teacher grade assignment from elementary to middle levels during the
past three years, and, teaching assignment changes from lower to
upper grades were more common than in the opposite direction.
There was a broader representation of all three certification
types in smaller schools than in larger schools. Nearly four in ten
middle level-certified teachers were reported in schools with
enrollment of 150 or less students per grade.

By contrast, these

schools erployed about 3OK of elementary-certified teachers as*i 23%
of all secondary-certified teachers.

Schools of 250 students per

grade or less employed 87.7% of the middle level-certified teachers
in the sample; corresponding figures for elementary and secondary
teachers are 77.3% and 78.7%, respectively.
By proportion, there were more middle level-certified teachers
in the Connecticut sample.

Even though Connecticut has no specific

middle school certificate, it has stringent certification and
licensing standards, and enforces a large number of Connecticut
teachers to secure endorsement to teach in middle grades. Need for
such an endorsement depends in part on how the school is organized,
the grade and subject area of the specific teaching assignment.

149

Among Massachusetts and Connecticut schools there were similar
proportions of elementary, middle and secondary-certified teachers;
in the six schools reported from Rhode Island, there was a smaller
proportion of elementary-certified teachers.
The smallest proportion of middle level-certified, teachers was
found in Massachusetts schools. But in that state, middle school
certification is not currently a requirement;

secondary and/or

elementary certificates are recognized as appropriate for middle
grades teaching assignments, so long as the school's grade
distribution spans grades 6 and 7.
From interviews it was determined that most of the middle
level-certified teachers received undergraduate training as
elementary or secondary teachers, and later secured an endorsement
to teach at the middle level, typically by accumulating selfimprovement credits in workshops, graduate-level seminars, or
similar professional development experiences.
In discussion about obtaining qualified and certified middle
level teachers, few principals seemed to know of institutions that
offer focused training for middle grades teachers.
The literature supports the position of interviewed principals
that elementary-trained teachers are better adapted than secondarytrained teachers to the mode and organization of multidisciplinary
instruction typically employed in grades 7-8 of middle level
schools. Few, if any secondary-trained teachers were seen as
adaptable to the smaller, often self-contained organizational
arrangements typical of grades below seventh.
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Again, the literature and principals agree that elementary
teachers are more adaptable to assignment changes in middle grades
than secondary-certified teachers.
An implication from the interviews is that it must be a
distinct advantage for schools in transition to have a number of
middle level-certified teachers among the faculty-to promote the
progress of the transition itself.
From the review of literature and the researcher's experience,
it can be implied that in order to effectively implement the middle
school philosophy, principals and teachers must be free to
accommodate organizational change by varying assignments of staff
and pupils, typically through the formation of teaming arrangements.
Principals of larger schools reported slower progress in
successful development of middle level ideals. Given the dominant
number of secondary teachers, this may be accounted for at least in
part by fewer elementary and middle level-certified teachers, who
are purportedly more adaptable, accepting and tolerant of those
effective practices typifying middle schools.
Because more flexibile assignments exist in typically middlegraded schools, they appear better able to accommodate teachers with
limited adaptability than secondary-graded schools.

School Profiles
Principals were asked to characterize their schools as either
operating in true middle school fashion, in transition, or as a
secondary school.

It had been expected that gaps would exist
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between a principal's characterization of his or her school and its
implementation of middle school philosophy.
The researcher suspected that participants in the survey would
prefer their schools to be seen and identified with the positive and
innovative aspects of middle level education. It was reasonable to
expect that principals might overstate the characterization of their
school's success or realization of middle school ideals.
From interviews, it was apparent that principals who seemed
proud of their accomplishments offered embellishment and much
greater detail with explanations than those who felt less
successfuil in the transition to middle school tenets. Those who
were enthusiastic and committed to the middle level philosophy were
noticeably more prolific and articulate. Conversely, principals who
seemed unsure of the middle level concept gave less detailed reasons
for their organization or rationale.
To better identify the extent to which surveyed schools
reflected their principal's characterization, six organizational
features or practices were included in the survey as characteristics
to be reported as existing in varied degrees in their school. Thoixjh
not labeled as such, they reflected so-called "effective practices"
of middle schools.

Survey responses to this item helped coalesce an

image of the degree to which each school operated effectively and in
harmony with tenets of middle level education.
In relation to effective practices, a number of correlations
were found that confirmed the researcher's beliefs.
The presence of an advisor-base grouping or teacher-advisor
system,

flexible grouping, flexible or block-time scheduling, team
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teaching, and interdisciplinary teams, each correlated positively
with a principal's characterization of a successful middle school.
Data from schools with middle level-certified teachers was
categorically contrasted with all other data to see if the presence
of middle level-certified teachers might relate to the
implementation of effective middle school practices in those
schools. The data revealed a positive correlation between the
presence of middle level-certified teachers in a school and that
school's engagement with effective practices.
The data also indicate that teachers holding middle level
certification more commonly work in schools which engage in
practices identified with middle level philosophy.

It was

anticipated that a school's openness to innovative middle level
practices would attract other teachers familiar with such approaches
or techniques, and that the staff as a whole would be more likely to
pursue self-improvement in middle level activities because of their
exposure to and experiences with these effective practices. This is
exactly wbat principals in these schools reported.
Principals with middle level-certified teachers on their
faculty more often described their schools as successful in
implementing middle level programs than did principals with no
middle level-certified teachers.
In addition, a slightly higher proportion of schools having
middle level-certified teachers on the faculty were reported to be
"in transition," seeking to increase their commitment to the middle
school philosophy.
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Interdisciplinary teaming and team teaching were the most
commonly utilized

effective practices" among schools surveyed.

Among findings that had not been anticipated was that schools
in transition toward the middle school concept more often reported
the existence of features common to successful middle level schools
than did principals of those already operating as a middle school.
The presence of participatory decision-making correlated
positively with all characterizations of schools-middle, transition,
and secondary.
Flexible grouping and block scheduling were effective
practices more often cited as being under consideration in schools
with middle level-certified teachers than in other schools.
In schools with no middle level-certified teachers,
participatory decision-making was more often reported as being under
consideration than it was in the other portion of the sample.
In schools without middle level-certified teachers, the formation of
advisor-base groups was more often mentioned as an effective
practice not under consideration than was it in the other portion of
schools reporting.
Advisor-base grouping was the least commonly found "effective
practice" in any of the surveyed schools, but was most often
mentioned by the respondents as being under consideration.
The data indicate that team teaching, interdisciplinary
teaming, block scheduling, and participatory decision-making have
been occurring longer in schools with middle level-certified
teachers on the faculty than in schools of the sample as a whole.
Flexible grouping, for example, was present or being considered in
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87.5% of the schools with Middle level-certified teachers compared
with 81. i% of the sample as a whole. A greater percentage of
principals with middle level-certified teachers indicated that
advisor-base grouping was currently being considered or planned than
did those with no middle-certified staff (58.3% compared to 45.6%).
Some principals supported what the literature on middle school
formation and organization indicate: that the concept of middle
school is often defined in a school community more by the grade
level of students in attendance than by the nature of the school's
program, organization of students and staff, or the configuration of
its curriculum.

Qualities and Attributes of Teachers
It had been the researcher's belief that the incentive for
undergraduate and graduate programs addressing education of the
emerging adolescent learner should be the shortage of appropriatelytrained teachers, not the preponderance of elementary and secondarytrained teachers assigned in middle level schools.
It was the perception of principals that, regardless of
certification held, teachers who possessed an understanding of
psychological forces influencing adolescent growth and development
were more successful in adapting to a change in teaching assignment
within middle grades, or changes from other levels to the middle
school. This reflects the literature favoring undergraduate and
graduate training focusing on psychological needs of preadolescents.
The literature indicates that for elementary-trained staff,
change from the independence and self-reliance of a self-contained
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classroom to the dynamic interactive mode of middle level
organization would be a significant challenge. For secondary
teachers, the close interaction of interdisciplinary team would pose
new challenges and a need to broaden one's view of the curriculum to
establish conceptual linkages. But for all teachers there is the
challenge of understanding and accommodating the multidimensional
growth needs of the emerging adolescent. Key to the success of such
adaptations would be a well-designed transitional staff development
effort linking elementary, middle and high school faculties.
Principals reported some factors that aided teachers in
adjusting to a change in assignment or to enhanced expectations in
their current assignment, and teachers moving to lower grade levels
were seen to need greater sensitivity for the needs of younger
preadolescents. Familiarity with student-centered programs,
flexibility, teacher attitude, and openness to change were cited
aost often as important attributes for middle level teachers.
Another desired attribute mentioned less often was familiarity with
collaborative decision-making, such as those demands typical of team
teaching.
A major assumption of this research was that, in the absence
of specially-trained middle level-certified teachers, principals
would prefer elementary, rather than secondary-certified teachers
for assignment because of their perceived adaptability to the unique
demands of teaching youngsters at the middle level. These
expectations were confirmed by the findings.

Elementary-certified

teachers were regarded as already skilled at individualizing for
instruction, were more receptive to change, more enthusiastic about
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education, less stifled by the organization, and used to working
closely with colleagues.
In general, secondary-certified teachers were perceived to be
less familiar than elementary-trained teachers with pedagogical
practices appropriate for the education of emerging adolescents.
Given an opportunity to hire new teachers or realign teaching
staff across the grades, most principals preferred the skills and
attributes common to elementary-trained teachers because they were
flexible,* regarded as well-versed in psychological and social, as
well as academic development, and seen as “nurturing of the whole
child."
Principals were far more optimistic about the versatility of
elementary-certified teachers in successfully adapting to the middle
level. Secondary-certified teachers were perceived by principals to
be less adaptable to working effectively the middle grade student
than are elementary-certif ied teachers.
A major unexpected finding of this research i3 that the
certificate held by a teacher was not perceived by principals to be
i

of prime consideration in making a teaching assignment, nor was a
teacher's possession of a particular certificate equated with skills
in adapting to middle grade assignments.
Other expectations were not confirmed by the research
findings. Some principals felt that specific undergraduate middle
level training was not a priority, for varied reasons.

One point of

view saw no need because there are currently no incentives for
people to get certified. Another was that post-baccalaureate and
faculty inservice opportunities are more effective media in which to
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develop adaptive skills. Some felt that strategically, possession of
a middle level certificate was binding on the teacher and a
hindrance for middle level administrators in making assignments.
It was quite a surprise to learn that principals felt that
strong concentration in a subject field and high grades in college
as an undergraduate were less important than other professional
attributes for middle grades teachers.
Among other unanticipated findings were these following:
It was the perception of principals that secondary-trained teachers
were more likely than their elementary colleagues to secure
subsequent middle level endorsement. Among reasons cited were to
secure needed understandings of how to conduct learning experiences
requiring varied approaches (i.e. other than a lecture format), how
to accommodate a wide range of student ability (i.e. heterogeneous
groupings), how to lead cooperative and student group-inquiry
lessons, and how to implement multidisciplinary instruction.
It was found that elementary teachers with an attribute of
content-area training were desirable because they were perceived to
have a good understanding of an integrated curriculum, able to see
associated links between content areas, and better able to approach
teaching in a multidisciplinary sense.
Principals reported that teachers typically play a key role in
selecting topics and organizing staff development programs
Organized on-site middle school staff development experiences
were seen as most beneficial for secondary-certified teachers,
perhaps because elementary teachers were reported to be far more
versatile in adapting to and initiating middle level techniques or
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organizational ventures on teacher teams. Principals also reported
that middle and elementary teachers seemed to be happier group.
Principals held divergent views on the need for specific
undergraduate or graduate training in middle level education. Most
references made to preparation of middle level teachers were in the
context of postgraduate staff development and self-improvement
initiatives by teachers once employed. Those in favor cited the
importance of retraining veteran teachers by visiting and modeling
exemplary programs, but they also stressed a need for adequate
funding to provide planning time during retraining.

Others stressed

the need for development of training programs for middle level
teachers in colleges and a greater recognition of the viability of
middle level education in certification regulations.
The following findings are strongly implied from data in this
study but, based on the detail of data obtained, are not conclusive:
(a)

School organizations in which grades five and six were

recently added to upper grades experience a stronger influence to
embrace the middle school philosophy than do schools which have
retained the same grade 7-8 or 7-9 grade configuration,
(b) The presence of younger children in the same school as
older children influences the expectation of teachers to better meet
the developmental needs of students;
(c) Schools housing both grades six and seven are more likely
to reflect movement toward the middle school philosophy as evidenced
by the proportion of middle level-certified staff; the degree to
which staffing assignments have changed up or down within the
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school; and the presence of organizational features common to
effective middle schools;
(d)

Middle level certification is most often sought by

secondary teachers because they wish to become more familiar with
pedagogical practices appropriate for the education of emerging
adolescents;
(e)

Teachers who possess middle level certification are more

influential in their schools than elementary or secondary-certified
teachers;
(f) Fewer teachers voluntarily change their grade level
assignment from upper to lower grades than do teachers change from
lower to upper grades.
The following reactions support indications from the
literature about an identity dilemma of middle level education, in
the absence of specific or enforced middle level training for
educators, there is no incentive for individual pursuit of alternate
certification, nor for institutions to provide undergraduate
curriculuas tailored to such needs, tliddle school adainistrators
lack the opportunity to select froa a field of educators who are
competently trained and licensed to enter the profession.
These findings aay be iaplied froa data presented in this
study, but conclusive data were not available:
(a) Schools with saaller enrollaents, i.e. fewer than 100
students per grade, are aore likely than larger schools to be driven
to unconventional teaching assignments and team foraation-and
therefore toward adopting features coaaon to effective aiddle
schools;
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(b) A relationship exists between the experience and longevity
of middle level principals and the school's success in the
development of middle school philosophy;
Other implications deserving more extensive study are
suggested on page 164 in the final section of this chapter:
"Recommendations for Additional Research. *
The lack of specific professional preparation and scarcity of
institutional programs to train middle level teachers leaves much
responsibility to the local school district for teacher inservice
and staff development in middle level education. Beyond preservice
field experiences and student teaching in a reputable middle school,
programs which strengthen an understanding of preadolescent growth,
development and behavioral psychology would seem to be most
desirable for such inservice work.
Studies contrasting issues of teacher certification at the
middle level with elementary and secondary teacher preparation are
rare.

Results of this inquiry may be of interest and relevance to

those planning effective preservice middle level teacher training
programs and inservice staff development activities for experienced
teachers. These results may also bear consideration in the process
of organizing

forming viable staffing patterns and instructional

formats in middle level schools where few teachers hold middle
school certification.
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Recommendations for Replication
'Hie researcher's choice of a printed surrey instrument coupled
with a telephone interview provided opportunity to gather both
demographic and perceptive data from principals of middle level
schools.

Initial plans to personally interview teachers in each

school and contrast their responses with those of principals were
discarded in light of the many items included in the survey.

It was

feared that such a detailed data-gathering might obscure simpler,
more meaningful outcomes desired. Considering the mass of data
obtained with the chosen instruments, this appears to have been a
reasonable decision.
A pilot study with three principals proved invaluable in
eliminating extraneous and distracting variables, and in focusing on
specific data. The design of the categorical grid used to chart
grade levels and certification types of teachers was made much
clearer, and insightful reactions to potentially ambiguous telephone
interview questions prevented needless confusion of meaning.
Selection of the field to receive the survey instrument was
limited to states in which it was assumed schools would be, on the
whole, larger in enrollment.

This allowed for greater opportunity

to study responses regarding changes in teacher assignment between
grades and between elementary, middle level, and high schools.
Certain bias favoring the middle school philosophy was
expected among responding principals.

Each subject was the

principal of a school holding institutional membership in an
organization devoted to school improvement and sharing of ideas
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promoting the advantages of middle level education. The substantial
annual membership fee meant that it had been the principal’s or
possibly the faculty’s initiative to join the organization.
However, the researcher desired to gather data from those who had
some familiarity with the middle school philosophy, and problems or
challenges inherent in its implementation.
knowledgeable sample, it

Vithin the somewhat

nonetheless became possible to distinguish

preferences, opinions, and beliefs of principals. It would be of
interest in future studies to include responses from those not
expected to be as familiar with the middle school concept.
Most survey data obtained were straightforward, factual
demographic details regarding the structure and organization of
participating schools. With more than twenty items, some with
multiple sub-options, it was particularly challenging to the
researcher to select appropriate pairings of variables for display
in tabulations. Hie numerous arrays in Chapter 4 reflect a wide
range of comparisons, some far more significant than others, but all
having some bearing on the root questions of the research.

Part II

of the instrument, in which coded responses indicated the extent to
vhich certain organizational features (effective practices) existed
in the surveyed schools provided helpful data overall, but without
time-consuming and possible fruitless analysis, did not easily lend
itself to establishing correlations. That part of the survey might
better have served as the core of another study focusing exclusively
on effective practices.
Certainly it was a beneficial decision to include a series of
telephone interviews with principals as an attempt to gather
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perceptive comments and opinion regarding the demographic data. The
conversations during and after formal interviews proved most
enjoyable, rewarding, and extremely helpful.
As each interview transpired, admittedly, it was a challenge
to impartially elicit response without indicating agreement or
sympathy with problems encountered in today’s schools.
Introductions and preliminary discussion at the start of
telephone interviews included mention of the researcher’s
administrative experience as a middle school principal. This was
said to add credence to the research effort, while encouraging use
of middle level jargon in verbal responses.

It is possible,

however, that responses from never, less experienced principals may
have been tempered or less spontaneous because of hesitancy to
appear less knowledgeable. To facilitate frankness and candor from
the respondents about that which they are unsure, the researcher
might have refrained from revealing his experience before beginning
the interview.
Care was taken to assure that principals would be attentive
and able to concentrate during the interview by establishing a
mutually agreeable schedule for the phone call and time for
discussion.

It is believed that this added credibility and induced

rational responses to complicated questions. Even taking such
precautions, a contrast was observed in the enthusiasm and
exuberance of principals depending on when they were interviewed:
*ore exasperated and strained in the late spring before summer
break; more pensive, worldly or philosophical during the summer;
lore enthusiastic and detailed in the fall.
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Some technical observations are worth noting. First, the
researcher sensed and resisted a tendency for early responses during
the telephone interview to alter successive questions. Adhering to a
core series of questions proved challenging. Second, the weakness of
certain questions to provoke a meaningful or substantive response
during the first few of the dozen interviews influenced the
researcher to change the emphasis in wording used when asking the
same question in later interviews.
A third observation pertains to the timeline for conducting
interviews in relation to analysis of the data. Although most
demographic data were being analyzed during the same weeks when
telephone interviews were being conducted, carrying out the
telephone interviews after sorting and analyzing statistical data
might have led to somewhat different emphases in questioning to
elicit responses and reasoning harmonic with statistical data.
Fourth, substantially more data might have been obtained had a
second follow-up reminder survey been sent to principals.

Recommendations for Additional Research
Certain research opportunities arise at this point due to the
interesting distribution of certification types and grade level
assignments of teachers enumerated in the survey. Perhaps the most
timely and productive follow-up survey would be to interview all, or
at least a sample of those 73 teachers reported to hold middle level
certification in 21 of the responding schools.

Such factors to be

addressed which would complement this research might be:

whether
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this is their first or a subsequent endorsement; how, where and why
they secured middle level certification; benefits they have accrued
from seeking this endorsement; and the effect their certification
status may have had on their teaching assignment, their role on the
teaching staff as a middle school advocate or collaborator, or
expectations for them to stimulate or influence colleagues.
A less prominent but curious study would be to utilize similar
questions during in-depth interviews, contrasting responses from
those few teachers from the sample assigned in grades five who held
secondary certification, with those teachers in grade eight who held
elementary certification.
A third area of study which could produce findings of
substantial use would be to analyze and compare in greater depth the
demographic characteristics of the communities and student
populations served by schools responding to the written survey and
participating in the interviews. Economic, political, cultural, and
social variables for each school could be contrasted through the
lens of the principal's perception of ways these influences affect
student performance outcomes, teacher performance and attitude, and
implementation of middle school practices.
The following are among a wide array of other studies that
might be of interest to other researchers: (a) contrast certain
results from this study with those obtained from principals of
schools who are not institutional members of the New England League
of Middle Schools; (b) contrast results from this survey with those
obtained by including either middle schools from various states or
areas of the country where middle level education flourishes, or
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from so-called "exemplary" middle schools; (c) contrast results of a
similar survey conducted with middle level teachers with those
obtained from middle level principals.
By altering the focus of teacher certification to include
preparation and adaptability of supportive and special subject
teachers,

it would be interesting to contrast results of this study

with survey results obtained from teachers of K-12 subject areas
about their perspectives regarding the uniqueness of different
aspects in middle level education.
Although unrelated to certification issues, it would be of
interest to compare principals' perceptions of the cur rent-day
success of various middle schools that had been originally founded
for different reasons.

An example would be to contrast data from

schools founded to resolve reorganizations! needs or to accommodate
enrollment or space problems with those founded to reflect a
philosophical commitment to meeting the unique needs of emerging
adolescent learners.

APPENDIX A
LETTER OF INVITATION
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Dear Principal,

April 30,1990

This is an invitation to participate in a brief survey about middle schools
WhC? 1W3S thC ?rincipal of a «rade 5-8 middle school, as staffing changes
took place there also occurred a gradual shift in the distribution of certification held
sJrnnd^rS
^ .Vh,1,e 111 ere were equaJ numbers of elementary and
S„r,nda7;Cerutlfielt®achers in
by 1987 there was a distinct predominance at all
miHatf °fteacbers bolding elementary certification Very few teachers held specific
middle level certification during these years.
Much of my research in graduate study at the University of Massachusetts has been
devoted to the process of implementing the middle school concept and an instructional
program vhich addresses the unique needs of emerging adolescent learners. I am
particularly interested in the relationship of training and certification to teacher
effectiveness in middle schools. Often the organization of teaching assignments and
the formation of teams are influenced by the specialization of those secondary-trained
teachers involved, especially in grades 7-8. But in middle level education, role
expectations of teachers tend to reflect a broader concern for those nonacademic
aspects of preadolescent growth such as physical, social, or emotional development.
The purpose of this survey is to identify those adaptive skills and attributes that
principals seek in teachers who are, or who will be assigned in middle schools,
especially at the upper grades
As a middle level principal, your contribution to this research will be particularly
valuable Data will be gathered in written and verbal form. The enclosed survey will
provide demographic data. In a prearranged followup telephone interview with a
selected sample of survey respondents, principals will be asked five open-ended
opinion questions. The interview will be scheduled for a mutually convenient date and
time, and should not exceed 15 minutes. The identity of all participating principals and
the schools they represent will remain confidential, but a statistical profile of results
will be sent upon request to all who return the survey.
Please complete the questions enclosed during the next two weeks, and indicate if you
are willing to take part in the followup interview thereafter. A reply envelope is
enclosed for your convenience.
If you have any questions about this study, please do not hesitate to contact me during
business hours at the number listed below.
Thank you for your time and consideration.

William G. Erickson
Superintendent of Schools
Washington Northeast Supervisory Union
RR #1. Box 1130
Plainfield, VT 05667
(802)426-3245

APPENDIX B
SURVEY INSTRUMENT
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Part I - Demographics

Name of Principal __
Name of School

_

Address

_

City/Town/State

_

Middle grades included

_ _ _ _ _

Student enrollment, by grade

_ _ _ _ —

Including the current year, the number of years...
this school has been identified as a middle school

-

the current principal has served as its principal

-

of overall administrative experience for this principal

-

The approximate number of teachers now at this school whose assignment
has changed in the past three years from...
elementary school to middle school

—

lower to upper grades within the middle school

—

upper to lower grades within the middle school

—

high school to middle school

—
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Part II - Organization
»

Use the letter code to indicate the extent to which each feature can be observed in your
school:
A = has been part of our program for at least two years
B = became part of our program in the last year or two
C = is currently being considered or planned
D = not now being considered, but may be a topic for future discussion
E = not regarded as a desired feature or not important at our school

1_

TeamTeaching- a few teachers share common responsibility for the core
subject instruction of a certain group of students.

2_

Interdisciplinary teams- teachers responsible for different subject areas

regularly work and plan together as a group.
3_

Flexible grouping- teachers or teams make decisions independently and as
needed in determining student grouping for instruction.

4 _Flexible

or block-time scheduling- core subject teachers share common

teaching and planning time and can arrange their daily schedule
independently from the rest of the school.
5_

Advisor-base

ff rouping or T/A system- small groups of students are

assigned for a long-term basis to one or more adult staff members for
scheduled non-academic supportive or advisory contact time.
5_Participatory

decision-making- the faculty is always involved in

determining policy on organizational tasks such as the formation of
teacher teams, scheduling, student assignment, advisory programs, staff
development, or curriculum planning.
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Part III - Staffing

Fill in each grade level at your school, then indicate the number of core subject or team
teachers currently assigned in each grade who hold the type of certification indicated.
Muitigrades
(see note 1)
Middle grade levels in this school:

_

_

_

__

elementary certified teachers

_

_

_

_

_

_

middle school certified teachers

_

_

_

_

_

_

secondary certified teachers

_

_

_

_

_

_

currently uncertified teachers

_

_

_

_

_

_

-

——

-

-

-

-

Count for each type, by grade:
(see notes 2 and 3)

Totals

NOTES
1. Use the multigrade columns to count core subject teachers (if any) who are assigned
students from more than one grade; for example, teachers on a multigrade 7-8 team.
2. If teachers hold more than one type of certificate, count them only once, in the
category most closely related to their current teaching assignment.
3- Count only those teachers of core subjects, such as math, social studies, language arts
or science, multi-disciplinary, team, or self-contained classroom teachers. Do not
count teachers of the arts, physical education, library science, music, etc.
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Part IV - School Profile

Check ONE of these examples that best describes your school:
- Our school has been successful in implementing and sustaining a
middle level education program for about_years.
_ Our school is still in transition, seeking to increase its commitment to
the middle school philosophy.
_ Our school is more like a secondary or junior high school than a middle
school.

Part V - Followup Interview

Indicate your willingness to participate, if asked, in a fifteen-minute
telephone interview about the qualities and attributes you seek in teachers
when making middle school teaching assignments:

_

I afti willing to participate in a prearranged telephone interview.

My telephone number is

(-)---

The best time to call to make an appointment for this interview is

_ I do not wish to participate in the telephone interview.

* **

*

Thank you for the time and attention you have given to these questions.
Please return your survey within two weeks.
Use the enclosed pre-addressed, postpaid envelope.

APPENDIX C

INTERVIEW QUESTIONNAIRE
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Interview Questionnaire Guide
Opening Statement:
When you are hiring new teachers, or when it
becomes necessary to realign positions of teachers in your school,
certain factors may determine grade level or team assignment.
1.

Explain what influence, if any, the certification held by a
teacher has on your decision in assigning teachers.

2.

Given the scarcity of middle-level certified teachers,
identify the qualities you seek in elementary or secondary
certified teacher candidates to be assigned in the upper
grades of the middle school.

3.

Explain how your answer would differ for teachers to be
assigned in the lower grades of the middle school.

4.

(Lower to Upper Grades)
You indicated that some elementary-certified teachers made a
transition to teach in the upper grades of your school in
recent years.
(a)
Identify any skills they possess that may have had a
positive effect on their adjustment to this change;
(b)
identify any skills they lack that may have had a
negative effect on their adjustment to this change.

5.

(Upper to Lower Grades)
You indicated that one or more high school teachers made a
transition to teach in the upper grades of your middle school
in recent years.
(a)
(b)

6.

any skills they
effect on their
any skills they
effect on their

possess that may have had a
adjustment to this change;
lack that may have had a
adjustment to this change.

How important is it that teachers receive undergraduate or
graduate level training in middle level education?
(a)
(b)

7

Identify
positive
identify
negative

What should the concentration of this training be?
¥here can/do your teachers get such training?

what's in your future? What changes in do you forsee for your
school with regard to these and other practices or features?
(a)
(*>

(c)

(d)
(e)
(f)

rganization
rouping
ilti-year assignment of students with teachers,
jen-concept or space layout of facility.
1visor-base or TA system
rher.
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Table D.1
Number of Schools by State and
Years Identified as a Kiddle Level School
Years

Connecticut Kassachusetts Rhode Island

0
1
2
3
4
5

4
5
1
2

6
7
8
9
10

2
2

11
12
13
14
15

1
1

16
17
18
19
20
21
22
23
24
25
Sub Totals
Kean No.Years as
Kiddle School
No Response

1
2

3
2
6
2
3
2
2
4
6
2
4

3
1

1

2
6
7
2
6
1

1
2

1
3

2
1
2
1
1

3
1
3
1
4

1

2

1

1
22

49,

7.5

8.2

1

10
8
6
3
3
4

1

2

i

Total

T

77

4.8

7.8
2
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Table D.2
Schools in Transition to a
Middle School Philosophy
or Operating More Like a
Junior High or Secondary School
Grade
Span

Schools "in Transition"
R.I
CONN. MASS. TOTAL

Schools "like Secondary"
R.I
CONN. MASS. TOTAL

6- 8
6- 7
7- 8
7-9

1
7
4

1
13
6

11

2

*

6
2

TOTAL
Percent of all Respondents

1-2
11

-

t\> CO

4- 8
5- 6
5-7
5- 8

22

5

27. 8

6. 3
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Table D.3
Number of Principals, by State
and Years in Current Position
Years of
Experience

Connecticut Massachusetts Rhode I3land

0
1
2
3
4
5

3
2

6
7
8
9
10

1
1

11
12
13
14
15
16
17
18
19
20

3
4

Mean

2
1
1

3
4
1 -

3
1

4
9
10
9
10
3
4
5
1

' 1

1

2
1
1

2
1
1
1
1

1
1

1

3
3
1

1

3

1
1

2

21
22
NA

1
5
9
5
6
3

Total

1

1

1

2

3

7. 8 yrs

5. 9 yrs

7. 0 yrs

6.1 yrs
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Table D.4
Number of Principals, by State
and Overall Administrative Experience
Years of
Experience

Connecticut Massachusetts Rhode Island

1

1

0

Total

1

2
3
4

5

1

1
3

1

4
2

2

5
1

6
j

6
7

4
5

8

2

9

8

10

3

11

12

1

13
14
15

1
1

2

2
5
4

16
17
18
19

5

20

5
3
3
2
3

21

22
23
24
25

Mean

2

2

NA

14.2 yrs

12.7 yr3

12.3 yr3

12.9 yrs
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Table D.5
Number of Teachers Holding Various Certificates
by State and Characterization of School

haracterization

Number of Certified Teachers
Elementary
Middle Secondary

Totals

'Middle Schools"
Connecticut
Massachusetts
Rhode Island

172
384
57

14
24
7

113
416
54

304
324
118

Overall

613

45

588

1,246

12

12
8
8

149
177
83

263
311
103

240

28

414

682

Q

0
0
0

26
33
0

26
36
0

“o

”59

62

"In Transition"
Connecticut
Massachusetts
Rhode Island
Overall
"Junior Highs"
Connecticut
Massachusetts
Rhode Island

-

102
126

3
0

Overall

State Totals
Connecticut
Massachusetts
Rhode Island

274
513
69

26
32
15

293
626
142

593
1,171
226

Overall

356

73

1,061

1,990
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Table D.6
Percent of Teachers Holding Various Certificates
by State and Characterization of School

Characterization

"In Transition"
Connecticut
Massachusetts
Rhode Island
Sub-sample
"Junior Highs"
Connecticut
Massachusetts
Rhode Island
Sub-3ample

Percentages by State
Connecticut
Massachusetts
Rhode Island
Total Sample

4. 6
2.9
5.9

38 8
50. 5
45.8

49. 2

1 vO

Sub-sample

56 6
46. 6
48. 3

1
1 0")

"Middle Schools"
Connecticut
Massachusetts
Rhode Island

PERCENT of Teachers Certified as
Elementary
Middle
Secondary

47.2

38. 3
40. 5
11. 1

4.6
2.6
7.4

56.7
56.9
81.5

35.2

4.1

60.7

0. 0

0. 0

8. 3
-

0. 0
-

100.0
91.7

4. 8

0.0

95.2

46. 2
43. 8
30.5

4.2
2.7
6.6

49. 4
53.5
62.8

43. 0

3. 7

53.3

-
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Table D.7
Distribution of Schools by Enrollment and State
No.Students

Connecticut

<
80
81- 90
91-100
2
2
3

151-160
161-170
171-180
181-190
191-200

4

251-260
261-270
271-280
281-290
291-300
301-310
311-320
321-330
331-340
341-350

1

1
2
1
1
2
1
1

Total
1
1
3

2
3
7
2
2

4
5
10
2
3

3
1
2

7
1
3
2
7

'

5

1

1
5
1
2

1
1
2

.

2
7
1
6
1

2
2

2
3

1

1
1

1

*

1

1

351-360
361-370
371-380
381-390
391-400

1

401-410
411-420
421-430
431-440

No.of Schools

Rhode Island

1
1
3

101-110
111-120
121-130
131-140
141-150

201-210
211-220
221-230
231-240
241-250

Massachusetts

23

1

1

1

1

1

48

6

77

\
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Table D.8
Distribution of Schools
by Grade Organization and Enrollment

Grade
Number
Organization of Schools

Mean Enrollment Per Grade
Conn.
Mass
R. I.

Mean
Enrollment

4-8

2

—

131.5

5-6

1

240.0

-

-

240.0

5-7

1

-

252.0

-

252.0

5-8

16

107. 0

130.3

210.0

139.4

6-8

42*

173. 0

176. 4

223.5

177.5

7-8

11

190.0

254.0

400.0

233.3

7-9

4

212.0

-

232.0

217.0

Total

77*

131.5

Mean enrollment per grade for all respondents .181.6
*two schools did not furnish enrollment data
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Table D 9
Distribution of Teacher Certificate Types
According to Years Identified a3 a Kiddle School

Years a3 a
Middle School
0
1
2
3
4
5

No. of
Schools
10
8t
6
3
3
3

6
7
8
9
10

2
6
8t
2
6

11
12
13
14
15

Number of Teachers Certified
Elementary Middle Secondary
36
5
182
84
5
104
48
1
101
31
0 •
47
54
1
41
43
1
33

Total No.
Teachers
223
193
150
78
96
32

29
83
97
27
72

1
5
20
2
1

12
58
103
16
74

42
146
220
45
147

1

8

1

3

17

1
3

6
22

1
2

20
43

27
67

16
17
18
19
20

3
1
3
1
4t

92
22
33
8
29

1
0
1
0
24

51
12
27
26
44

144
34
61
34
97

21
22
23
24
25

2t

14

1

15

30

1

4

0

27

31

NA

2*

9

0

17

26

856

73

1,061

1,990

Totals

t
five respondents did not offer teacher certification data
*
two of these respondents did not offer data as to years as a
middle level school
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Table D.10
Percent of Teacher Certificate Type3
According to Years Identified as a Middle Level School
Percent
Years as a
of Schools
Middle School N = 74

Percent of Teachers Certified
Elementary Middle Secondary
N = 856
N = 73 N = 1,061

Percent
of Sample
N = 1,990

0
1
2
3
4
5

13. 5
10. 8t
8.1
4.0
4. 1
4.1

4.2
9. 8
5.6
3.6
6. 3
5. 6

6. 8
6. 3
1. 4
0.0
1. 4
1. 4

17. 2
9. 8
9.5
4. 4
3. 9
3.1

11. 2
9.7
7.5
3.9
4. 8
4.1

6
7
8
9
10

2.7
8.1
10. 8f
2. 7
8.1

3.4
9. 7
11.3
3. 2
8. 4

1.4
6.8
27.4
2.7
1.4

1.1
5.5
9.7
1.5
7.0

2.1
7.3
11.1
2.3
7.4

11
12
13
14
15

1. 4

0.9

1.4

0. 3

0.9

1. 4
4.1

0. 7
2.6

1. 4
2.7

1. 9
4.1

1.4
3.4

16
17
18
19
20

4.1
1.4
4.1
1.4 •
5.4t

10.7
2.6
3.9
0,9
3.4

1.4
0.0
1.4
0.0
32.9

4.8
1.1
2.5
2.5
4.1

7.2
1.7
3.1
1.7
4.9

21
22
23
24
25

2.7t

1.6

1.4

1.4

1.5

NA*

*

1.4

0.5

0.0

2.5

1.6

1.1

0.0

1.6

1.3

t
five respondents did not offer teacher certification data
*
two of these respondents did not offer data as to years as a
middle level school
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